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ABSTRACT
FOREIGN LANGUAGE FOR CONTENT: AIMING TO DEVELOP
LIFELONG LEARNING DISPOSITIONS
by
Svetoslava Dimova
In the context of emphasis on English language, mathematics and science within
the American educational system (No Child Left Behind, 2001), foreign language
education appears to be increasingly dissociated from educational priorities. Ways to
create relevant goals and optimize the effects of foreign language teaching emerge
through the use of communication technologies and connections to academic content.
This qualitative study explores the relationship between high school students’
skills in French as a foreign language (L2), their cognitive strategies during reading in
L2 for academic content, and their motivation to read authentic French texts. The
following questions guided the study: 1) How do students internalize the task of selfselected online reading in L2 for content understanding pertaining to their History of the
Americas course? 2) What processes and skills do students evidence and draw upon to
locate and read for information in L2?, and 3) What are the implications for building a
theory of student motivations for extensive reading in L2 beyond the classroom context?
The study was realized in the setting of an International Baccalaureate (IB)
program, where 4 key informants were selected, and analysis was presented in the form
of 4 case studies. Informants’ French language proficiency ranged from intermediate-mid
to advanced levels (ACTFL Guidelines, 1999). Data collection occurred during 8 weeks

and included three rounds of formal, phenomenological interviews, classroom
observations, and students’ learning journals. Data were analyzed through the lens of
Activity theory (Engeström, 1999) and motivation theory (Keller, 2008) in order to
determine emerging themes.
While both L2 skills and interest in historical content influenced the task
completion, and informants used multiple strategies to search and read, internalization
and motivation aspects related to acquiring content superseded those related to increasing
language skills. Informants’ differences in attitudes toward the curriculum integrative
task were additionally caused by their ideas of content appropriateness in a L2 course.
Development of cultural awareness and critical thinking was also primarily shaped by
interest in content. Findings from the analysis suggested further directions for L2
classroom instruction that could lead to developing students’ lifelong learning
dispositions.

FOREIGN LANGUAGE FOR CONTENT: AIMING TO DEVELOP
LIFELONG LEARNING DISPOSITIONS
by
Svetoslava Dimova

A Dissertation

Presented in Partial Fulfillment of Requirements for the
Degree of
Doctor of Philosophy
in
Teaching and Learning
in
the Department of Middle and Secondary Instruction and Technology
in
the College of Education
Georgia State University

Atlanta, GA
2012

Copyright by
Svetoslava T. Dimova
2012

ACKNOWLEDGEMENTS
I would like to express my profound appreciation to the people who made this research
study possible, and to those who supported me during my doctoral studies.
First, I would like to thank my students who participated in the study, and especially the
four key informants who spent additional time with me to discuss the analysis of their
personalities. These students have been my inspiration not only for this study, but also for
my daily teaching.
Next, I would like to thank my advisor and chair of the committee, Dr. Gertrude TinkerSachs, for her diligence in guiding me through the process of designing and conducting
the study. Her knowledge and expertise have made a considerable impact on my
reflective thinking and understanding of scholarly work that has the potential to make a
difference in students’ lives.
I also would like to thank the members of my dissertation committee, Dr. Peggy Albers,
Dr. Sue Barry, and Dr. Deron Boyles, who have contributed to the development of my
own critical thinking. Dr. Albers has strengthened my conviction that multimodal literacy
is a basic necessity in modern education. Dr. Barry has reinforced my desire to constantly
perfect my communicative language teaching through the use of authentic resources and
real life tasks. Dr. Boyles has inspired me to reflect more philosophically on the values
that different groups and individuals bring to the field of education.
Last, but not least, I would like to thank my husband for the patience and support he gave
me throughout my doctoral studies. I would not have been able to accomplish my goals
without his active participation in my time management, his attention to my various
needs, and his readiness to discuss with me the infinite facets of teaching and learning.

ii

TABLE OF CONTENTS
Page
List of Tables ……………………….…..………………………………………………..vi
List of Figures …………….…………….………………………………………………vii
Abbreviations ……………….………….……………………………………………….viii
Chapter
1

2

INTRODUCTION………………….……………………………..……... 1
Background to the Study…………….…………………..………………. 2
Overview of the Study…………………………….…………................... 8
Theoretical Framework…………..……….…….…..………..…….…… 10
Activity theory………….……..……..….……………….….…. 10
Motivation theory……………..….……..….………….……….. 16
Definitions of Key Terms and Concepts………..…………….………… 19
REVIEW OF THE LITERATURE…………….……………………..... 20
Integrative Curriculum……………………………..………..…….….… 21
National Standards of Foreign Language
Teaching and Learning …………………………… 22
Foreign Language Curriculum Integration
in the United States ...……………………………… 23
Foreign Language Curriculum Integration
outside the United States ……………………..…… 29
Second Language Teaching and Learning……………………………… 32
Theory of Second Language Acquisition………………………. 32
Methods of L2 Teaching: The Natural Approach….……...….… 34
Language Learning Strategies…………………...….………….. 35
Extensive Reading for L2 Learning ………………....…….…… 37
Comprehensible Input and Language Proficiency……………… 40
Cognition and Metacognition in L2 Reading…………….…………..…. 43
Schema Theory……………………………...….……….……… 43
Metacognition in L2………………………...…...……..……….. 46
Lifespan Developmental Perspective on Reading…...….....…… 48
Online Reading Skills and Processes……..………………..…………… 51
Bilingualism and Cognition ………………..……...…………… 56
Motivation in L2 Reading and Learning…………...…..…..………..….. 58
Self-efficacy and Attributions……………..…......……..……… 59
Empirical Studies on Motivation…………..……..…..………… 61
Critical Literacy and Critical Thinking……...……..……..…………..… 67
Lifelong Learning Dispositions and Habits……….…..………………... 74

iii

3

METHODOLOGY……………….……………………………………. 80
Methodological Orientation…………..….……………………….…… 81
Research Site.…………..……………………………………………… 83
The Teaching of French ……………….………….………..……..…… 84
The Teaching of History………………………….………..……...…… 85
Participants and Key Informants …………….………………………... 87
Data Collection Procedures………………….………………………… 89
Role of the Researcher………………………………………………… 94
Analytic Procedures……………………….……………...…………… 96
Timeline of the Study………………………………………………… 100
Trustworthiness ……………………………………………………… 102
Credibility.………………………………………………….… 102
Transferability.…………………………………………...…… 103
Dependability.………………………………………..…..…… 103
Confirmability……………………………………..…..……… 103
Peer Debriefing………………………………………..……… 104
Member Checking ………………………….………...………. 104

4

DATA ANALYSIS ……………………….………………..………… 106
Selection of Key Informants……………….…………….…………… 106
James……………………………………….…………………………. 109
Internalization of Task…………….………..………………… 109
Processes and Skills ……………….………….……………… 128
Motivation………………………….…………………………. 134
Summary……………………………………………………… 143
Emily……………………………………….………………………….. 144
Internalization of Task…………………………………………145
Processes and Skills ………………………….………………. 160
Motivation………………………………….…………………. 171
Summary……………………………………………………… 184
Michael……………………………………………………..….……… 185
Internalization of Task…………………………..……………. 186
Processes and Skills ………………………….……………… 201
Motivation……………………………………..……………… 212
Summary……………………………………………………… 222
Samuel………………………………………………………………… 223
Internalization of Task………………………………………… 224
Processes and Skills ………………………………...………… 235
Motivation…………………………….…………..…………… 345
Summary……………………………….……………………… 253
Cross-Case Analysis…………………………………...……………… 254
Internalization of Task………………………………………… 254
Processes and Skills ……………………………...…………… 250
Motivation………………………………..…………………..…. 26

iv

5

DISCUSSION AND IMPLICATIONS ….………..…………..……… 268
Internalization of Task ………………………………………...……… 269
Sociocultural context and mediating tools ……………….…… 269
Subject, objects, and outcomes ……………………….…….… 274
Findings related to internalization of task ………….………. …275
Implications and recommendations for task
internalization ................................................................ 279
Skills and Processing in L2 Searching and Reading ………….……… 283
Findings relevant to skills and processes in L2 searching
and reading …………..……………………………...… 285
Implications and recommendations for development of skills
and facilitating mental processing ……………….…… 290
Motivation for Extensive Reading in L2 ……………………...……… 293
Findings related to motivation for extensive
reading in L2 ………………………….………………. 294
Implications and recommendations for motivation for
extensive reading in L2. ……………….………….…... 299
General Implications and Recommendations for
L2 Teaching ……………………….………………..… 301
Limitations of the Study …………..…………………………..………. 307
Suggestions for Future Research ……….……………………..……… 309
References …………….………………………………………….…………… 314
Appendixes …………………….………………………………..…………….. 334

v

LIST OF TABLES

Table

Page

1

History Teachers’ Characteristics ……………………………..…….. 87

2

Study Design ………………………………….……………..……….. 94

3

Focused Coding for Data Analysis ……………………..……………. 99

4

Timeline for the Study ………………………………….……………103

5

Key Informants’ Behaviors – Interest in
History and French Language Skills ………………….…………….. 108

6

Internalization of Task …………………………….……………….. 260

7

Processing ………………………………………….……………….. 264

8

Motivation for Reading …………………………………..…………. 267

vi

LIST OF FIGURES
Figure

Page

1

Engeström’s Diagram of Activity System ………………………… 12

2

Proposed Model of Engagement in L2 Teaching and Learning …...305

vii

ABBREVIATIONS
AP

Advanced Placement

AT

Activity Theory

C1

Culture of the First Language

C2

Culture of the Second/Foreign Language

FL

Foreign Language

GHP

Governor’s Honors Program

GPA

Grade Point Average

HL

Higher Level

I

Interview

IB

International Baccalaureate

IBO

International Baccalaureate Organization

L1

First Language

L2

Second/Foreign Language

LJ

Learning Journal

SAT

Scholastic Aptitude Test

SL

Standard Level

W

Week

viii

1

CHAPTER 1
INTRODUCTION
With emphasis on the importance of English language, mathematics and natural
sciences within the American educational system (No Child Left Behind, 2001), foreign
language education appears to be increasingly dissociated from the cluster of educational
priorities. Emphasis on technology and the convenience of English becoming a lingua
franca leave many Americans wondering why study a foreign language. While
researchers have argued for the benefits of bilingualism and biliteracy (Bialystok, 2001,
2007; Cummins, 2000), policymakers have often made decisions in contrast of findings
in the area of educational research (Boccuti, 2000; Vazant, 2004). Especially
representative of the general attitude toward the importance of foreign languages within
the educational system are the decisions made under the pressure of the economic crisis
of the last few years: many school systems and individual schools have reduced or
completely discontinued foreign language programs.
Despite the controversies and changing priorities regarding the place of foreign
language in the educational system (Straight, 1998; Stoller, 2004) educators have
continued looking for ways to optimize the effects of language teaching. In the domain of
foreign language pedagogy, Heusinkveld (1997), Omaggio Hadley (2001), VanPatten
(2003, 2007), Swain (1985, 2000), Seely (1997) have proposed valuable approaches to
teaching/learning grammar, vocabulary, culture, and to gaining communicative
competence. In the current context of foreign language (FL, Language 2, L2) teaching,
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the ultimate goals are centered on using it for communication in the setting of the
authentic cultures of the countries where that language is spoken (Culture 2, C2). Such an
approach reflects the general understanding of most people about the possible ways of
using L2. However, with the development of communication technologies, L2 can be
used without physically leaving one’s country, region, or culture (C1), and while usual
communication with surrounding people is done in the local language (L1). In such
circumstances L2 could be used not only for cultural enrichment, but also to access
information related to personal, academic, or job related interests. Research on the use of
L2 in one’s own linguistic and cultural setting (C1) where that language is learned in
school is insufficient, yet students who will never travel to any countries and cultures
using the target language (C2/L2) most likely outnumber those who will. The rare
instances of research on using L2 for academic needs are usually at the post-secondary
level (Calvin and Rider, 2004; Pessoa, Hendry, Donato, Tucker, & Lee, 2007; Rivera and
Matsuzawa, 2007; Sanders, 2005). That leaves FL education at the secondary level
deprived from an essential component of the purpose of learning a foreign language.
With these circumstances in mind, this study is an attempt to explore the nature of the
relationship between high school students’ level of acquisition of French as a foreign
language, their motivation to read authentic French language texts, and their
understanding of academic content specific to the History of the Americas course.

Background of the Study
As a French language teacher I often communicate with other foreign language
teachers at the local, state, and national level. From my communication with them, I have
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found that discussing topics relevant to other subject areas such as literature, history,
geography, ethnography, or ecology has been largely practiced in their foreign language
classrooms for the purpose of learning the language, but the reverse, independent use of
foreign language for acquiring content in other areas, has been hardly considered.
Being a teacher in a rigorous International Baccalaureate (IB) Program, I usually
work with highly motivated students at the intermediate and advanced foreign language
proficiency levels who succeed in mastering the language to a degree that allows them to
use it widely. Motivation to succeed drives these students to achieve in various academic
areas including foreign language. Individuals’ beliefs about their own academic
capabilities were defined as self-efficacy (Bandura, 1997). These beliefs are concerned
with individual’s choices, efforts, and persistence. Many motivation theories have
attempted to explain processes related to L2 learning and performance in L2. Gardner and
Lambert (1972), Gardner (1985), Dörnyei and Csizer (2002) focused on the integrative
aspect of motivation where a person feels a desire to identify with the culture of those
who speak the language. Deci and Ryan (1985) explained motivation with the
individual’s orientation and self-determination where achievements are the result of
efforts and persistence. In my daily encounters with students through the planned or
improvised conversations and in activities with authentic texts, I see them being able to
use their foreign language knowledge regularly and independently to access information
related to their academic needs or personal interests. Despite that I see them motivated to
understand and master the course material for the classroom purposes, I have noticed that
very few of them use foreign language outside of the classroom. They rarely consider
accessing sources such as those available through the Internet for their own areas of
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interest, and I have little knowledge about these students’ using such sources for their
work related to school requirements.
According to the International Baccalaureate program regulations, exams in six
academic areas must be passed at either the standard (SL) or the higher (HL) level.
Foreign language is one of these six areas, and it is equally important as first language
(L1), math, social and natural sciences, and additional areas of concentration in
calculating the overall student exam score. In my school’s IB Program, at the end of their
junior year, most students fulfill the requirements for FL course hours that allow them to
take the standard level (SL) exam leading to an IB diploma. I have observed many times
how even advanced level FL students sometimes do not attribute sufficient importance to
maintaining their language skills throughout their senior year, and choose not to continue
taking the language classes as soon as they fulfill the required minimum of courses at the
end of their junior year. In so doing, they usually lose their mastery and habit of using the
language often without realizing the extent of this loss. I keep friendly relationships with
many of them both before and after they graduate from high school, and I see how during
the time without language classes, many of them could easily use the language for the
purpose of finding information related to other academic areas but they usually do not.
Even the students who are currently enrolled in HL, senior year French classes rarely
consider the option of using French language sources outside of the French course
requirements despite the need to do research in many other academic subject areas and to
broaden their perspectives on their topics. Using such resources for the academic needs in
other subject areas would be successful because students have achieved a necessary level
of language competence; however, they do not usually consider such use or are reluctant
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to try. In my conversations with the students, I have received explanations for this kind of
reluctance as being related to lack of time, lack of habits, anxiety that they might
encounter more difficulties than they are willing to overcome, and a fear that the teachers
of the other subject areas would not accept bibliographic sources in other languages. I see
a reluctance of this kind as defeating to a certain degree the purpose of learning the
language: not using the acquired knowledge becomes a waste of real potential.
I normally teach a level V French course to a group of IB juniors whose
knowledge of the language allows for successful independent work with authentic texts
of more complex ideas. Students’ experience with authentic French materials includes not
only intensive work with specific texts during the class time but also independent
research of individual topics related to life or events in French speaking countries, or to
the French perspective on specific events of international importance. These research
activities are tied to IB requirements and recommendations. During the fall semester, I
normally have the students spend time on a regular basis reading, watching, and listening
to the latest news using the streaming video on TV5 website. (TV5 is the largest French
language television channel in the world, with programming tailored to the cultural needs
of all continents and strong affinity for international information tied to educational goals
and promotion of the study of French language.) After using audio and video resources
from the website students share in French what they have learned. I have noticed as they
get used to such activities, their listening and reading comprehension progressively
improves, their fluency increases, and their initial anxiety about having to deal with real
language decreases. When they watch a five-minute international daily newscast for the
first time, they understand almost nothing and panic. Day after day, they become more
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familiar with the format, with the kind of information, the speed of spoken language, and
the lexicon. They also know that they will not be asked to immediately tell what they
have understood, but first they will see and hear the reports again, and they will have the
time to discuss in French with peers what they have picked. Gradually the panic and
anxiety subside and turn into enjoyable exchanges of new information that makes them
feel informed citizens of the world through their second language.
In modern society, the Internet can provide abundant sources of printed, audio,
and video information in a foreign language. The use of these new technologies helps the
learning of the foreign language, and such a use is progressively increasing in the
classrooms. The opposite relationship however is also valuable, and it is the one that I
consider most important in my teaching: the free and voluntary use of already acquired
foreign language competence and reading skills to obtain information of students’ own
interest.
Despite the anecdotal evidence I receive on a regular basis in the classroom that
most of my students could successfully deal with complicated authentic sources of
information, they perceive these activities as something pertaining to the class work, as
opposed to something they could decide to do on their own. While accepting their lack of
vivid interest in world news, for example, I want to find a way to raise their awareness of
their own possibilities to use their foreign language knowledge as a tool to get
information about their areas of interest: either personal interests and hobbies or other
academic subjects, for which they have to study and do assigned work anyway. I also
want them to discover for themselves if and how information received through the French
language media may be different from the one they receive in English, to start thinking
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about the reasons for potential differences in the interpretation of events, and to start
building their own approach to sorting out controversial information. Use of the French
language should not be limited to French-speaking contexts. To the contrary, it should be
perceived as one more tool to gain access to any kind of information, with or without a
direct relationship to French speaking cultures.
In order to make a clear connection between the French language, which students
have already mastered at a level that allows them to use it independently, and the
existence of sources related to other areas of human knowledge that may reveal alternate
ways of interpreting the world, I collaborate with the IB History teachers and try to
coordinate topics of study so that the timing of discussions could be beneficial for both
courses. The IB History curriculum describes broad topics of study, and IB teachers have
the responsibility to articulate its details. IB teachers in any subject matter receive special
training that prepares them for the task to design the curriculum in a way that would meet
both local and international standards and requirements. Similarly to the scores in IB
Foreign Language, my school’s scores in IB History have been consistently above the
state, national, and world IB average. The teaching of history within the IB program has
been rigorous, but also allowing students to explore additional sources of information and
points of view in an effort to prepare well informed, nonjudgmental citizens of the world.
By adding French language to the range of tools promoting an educated, well-rounded
approach to the learning of history, students enrich not only their knowledge and
experience in the area of history, but also their knowledge and experience in approaching
any learning task in any formal or informal setting.
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Overview of the Study
The purpose of this qualitative study was to explore the relationship between
students’ reading skills in French as a foreign language, their interest in and
understanding of academic content specific to the History of the Americas course, and
their motivation to read authentic French language texts in and outside of the classroom.
The following research questions guided my study:
1.

How do students internalize the task of self-selected online reading in L2

for content understanding pertaining to their History of the Americas course?
2.

What processes and skills do students evidence and draw upon to locate

and read for information in L2?
3.

What are the implications for building a theory of student motivations for

extensive reading in L2 beyond the classroom context?
Participants in this study were students in my junior IB French level V course. My
choice of participants was purposeful (Schram, 2006) and determined by several reasons:
1) I had easy, natural access to this group of motivated high achieving students, with
French language proficiency at least at the intermediate-mid level, and some of which are
at the advanced-high level; 2) I also had established a productive collegial relationship
with the History teachers who were willing to let their students be exposed to additional
historical information without fearing unpredicted consequences; 3) in the context of my
school’s IB program, teachers had the freedom to experiment with teaching methods they
thought would best serve the needs of the students and the long-term goal of education
beyond the time of testing; 4) I had the technical and organizational possibility to engage
my students for 25 minutes every day during the French class in a computer lab, where
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they could search the Internet and access relevant French texts. Data was collected from
several sources: 1) students’ learning strategy journals where they recorded the text
processing strategies they used for each session, 2) formal, semi-structured interviews
with students at the beginning, the middle, and the end of the period of eight weeks, and
3) classroom observations during the French class, recorded on a daily chart during and
immediately after the end of each class period, and related to the experiences of reading
historical texts and students’ motivation in using the French language. Data were coded
in vivo and thematically (Grbich, 2007), and analyzed through a phenomenological lens
(Moustakas, 1994; van Manen, 1990) to determine categories and themes. Activity theory
(Engeström, 1987, 1993, 1999) and motivation theory (Keller, 1983, 2008) were used as
the theoretical framework for the analysis.
The significance of this study consists primarily in adding to the limited body of
literature concerning uses of foreign language for purposes other than the foreign
language course itself, especially at the secondary level. In the context of globalization,
there is a growing need in the United States to boost interest for developing foreign
language proficiency and for finding new and efficient ways to show the practical
importance of high levels of foreign language proficiency to students. Exploration of
motivation as a driving force for students’ choices of reading is a step toward
illuminating ways of teaching for the purpose of developing lifelong learning skills and
disposition, as opposed to teaching for the purpose of reaching sets of benchmarks for
achievement with no further real life application.
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Theoretical Framework
Activity theory. This qualitative study’s theoretical framework is rooted in the
sociocultural traditions originating with Vygotsky’s works in developmental psychology
and the theory of learning. Activity theory (Leont’ev, 1981; Engeström, 1987, 1993,
1999), as a branch of the sociocultural theory, takes into account different levels of
individual goals, tasks, background knowledge, and hierarchical relationships within a
group. Activity theory (AT) de-emphasizes the stability of systems across time periods,
cultures, individuals, and all contexts while emphasizing the dynamic nature of any
activity within these contexts. Its building elements motivation, goal, activity, tools,
object, outcome, rules, community, and division of labor can be directly applied to many
areas of human research, such as organizational psychology (Engeström, 2001),
sociology and developmental work (Avis, 2007), and informatics (Kaptelinin, 2005). AT
is often used in areas other than language learning because of its broader social grounding
in the ideas of classical German philosophy from Kant to Hegel, the works of Marx and
Engels, and the cultural-historical psychology of Vygotsky (Engeström, Miettinen, and
Punamäki, 1999). At the first stage of the evolution of AT, Leont’ev distinguished three
hierarchical levels of human behavior: activity, action and operation. The activity level is
motivated by a biological or social need or desire. Activities are normally carried out by
the community or the society; they are recurrent, cyclic, and they describe why
something takes place. This is the broadest hierarchical level and it is always connected
to a motive, even if the actor does not necessarily realize the motive. In the area of
foreign language learning, students may try to memorize vocabulary or do other things
related to learning the language. One may do that to get a good grade in the class; the
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other may want to expand his or her communicative skills and expertise in order to
satisfy potential interpersonal social needs. As a result of different motives, the essence
of these students’ activity is different, and the outcomes in the sense of long-term
retention and performance would be different too. Actions are placed at the second level
of the hierarchy. They are the components of activities through which the subjects, or the
actors, convert them into reality. The action is a process that is subordinated to a
conscious goal. Actions represent what is being done by an individual or a group. They
are autonomous from activity and can serve various activities. In the context of foreign
language learning, one learner could be reading a particular text because he or she
selected it for pleasure, another could be reading it because it is required for homework.
Operations are at the lowest hierarchical level and they represent the actual doing, or how
actions are being done: the real-time and the means by which an action is carried out.
Operations in the service of the same action may transform if conditions change while
serving the same action. In the language-learning context, one learner’s reading could be
very fluent, and another’s could be very inarticulate depending on the lexical difficulty of
the text or the familiarity with its content.
Human activity exhibits constant transformations and is inherently unstable. The
instability, or elasticity, of activity-action-operation is reflective of processes of
accommodation. Human activity accommodates to the structure and features of its
subjects in order to modify them in accordance with its goals and conditions (Lantolf,
2006). Within the framework of activity theory, development implies the formation and
accumulation of adaptable and routinized operations that were initially conscious actions.
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Engeström’s main contribution of that period is related to extending Vygotsky
and Leont’ev’s models to graphically represent a collective activity system. Engeström’s
diagram (Engeström, 1987, as cited in Lantolf & Thorne, 2006) brings together local
human activity and larger social, cultural, and historical structures.
The factors for individual action within the collective activity system consist in
tools and artifacts available, community and its rules, and division of labor within the
communities. The tools and artifacts are the languages or instruments, or computers
through which individuals mediate their activity. Communities are the normal
environments of individuals. The rules of the communities may be determined by
historical, institutional, or social-material conditions. Division of labor within the
communities entails identity, social role, and interactional dynamics.
In Engeström’s terminology (1987), the subject is an individual or group whose
agency is the focus of the analysis. The subject’s activity is mediated by tools and
artifacts. In L2 classrooms subjects may be involved in the same task, but they are in fact
engaged in different activities due to each subject’s personal history, goals, and current
abilities. The object represents the orientation of the activity and emerges from the

Figure 1. Engeström’s diagram of activity system
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motive for an outcome. It is the raw material or problem space at which activity is
directed, and molded or transformed into outcomes (Engeström, 1993, as cited in Lantolf
& Thorne, 2006). The object represents a point of convergence of power and resistance in
language educational contexts (Lantolf & Thorne, 2006). It relates to who decides what
the object of activity is, or how the outcome will be evaluated, by whom and with what
effects, how tightly the operations are monitored, etc. The term motive is the culturalpsychological-institutional impetus that guides human activity toward a particular object
(Lantolf & Thorne, 2006).
Community represents the participants who share the same object; it shapes and
gives direction to individual activity. The term division of labor encompasses horizontal
division of actions and interactions among the members of the community and vertical
division of power and status. Examples that could illustrate this term are the differences
between more and less accomplished students, or students and teachers within the context
of a language classroom. Relationships within communities are unstable, constantly
negotiated and transformed. So are relationships in the L2 classroom: depending on what
the student tasks are, or in the presence or absence of which teachers.
It is also important to clarify the difference between activity and task. Tasks are
mediators that are demanded by the teacher or by the researcher. One and the same task
engages differently the subjects because they are moved by different motives, they have
different goals, different personal social histories, and the value ascribed to foreign
languages in their environment may vary significantly (Gillette, 1994). Activities are
processes constructed by the learners who actively engage in constructing the terms and
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conditions of their own learning, whether they are effective learners or not. If learners
perceive learning as important and useful, they will become effective. If they see no
particular value in the language learning, they will have no motivation, and they will be
dissatisfied.
The dynamic model, which the activity theory offers to explain the
multidimensional phenomenon of a group of students operating in the same class,
corresponds to the needs of the study to sort through the anticipated variety of ways my
students had to understand historical events. Lantolf & Thorne (2006) summarize the
third-generation activity theory by the following principal concepts:
•

•
•
•
•
•
•

“Within activity theory (and the cultural-historical approach more broadly)
issues of mediation, the internalization-externalization dialectic, and
object-orientedness (treating social and cultural properties as objective and
meaningful) are foundational elements;
The transformation of an object (a material object/artifact, a plan, a shared
goal, an idea) into an outcome motivates the activity;
Activity systems are not static or purely descriptive; they imply
transformation and innovation;
All activity systems are heterogeneous and multi-voiced, and may include
conflict and resistance as readily as cooperation and collaboration;
Contradictions within and between activity systems drive development.
There is no ‘student-‘ or ‘teacher-‘ or ‘technology-‘ centered pedagogy
from an activity theory perspective;
Activity systems do not operate independently. Multiple activity systems
are always relevant, to varying degrees, and part of the analyst’s
obligation is to understand how exogenous systems influence the focus
system(s) under investigation.” (p. 226)
In the context of this study the essential components of the development of

processes consisted in 1) the adequacy between students’ French language skills, as a
meditational means, and the levels of difficulty of the authentic texts, 2) students’ prior
knowledge and their readiness to subject it to modification, and 3) students’ purposes for
doing the learning tasks that I anticipated to range between the desire to broaden their
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historical knowledge, achieve higher grades in the History class, improve their French
language proficiency, achieve higher grade in the French language class, or simply do as
the teacher says in order to avoid negative consequences. Depending on shared or
individual goals each learner was constantly transforming the information in the French
texts as the object of his/her attention into a desired outcome that sometimes altered its
form according to the dynamics between the individual and group conditions at specific
moments of the process. The complexity of this activity system was based on students’,
mine, and their History teachers’ different personalities, interests, points of view,
language skills, technology skills, and ideas about what is important. However, neither
students, nor teachers, nor the kind of technology used had priority in determining the
central processes although they were in constant interaction. Within the activity system of
the class, there were other underlying activity systems related to its members’ families,
friends, and teachers, issues of health, power, or desire. Each individual student brought
into the class activity system his or her own world of dynamic circumstances.
The place of language in the activity theory is determined by the consideration of
language as the primary mediational means in the socio-cultural theory. Engeström
(1995, as cited in Lantolf & Thorne, 2006) explains that the referentiality within dialogue
takes into account two features: the perspectives of the interlocutors and the sociocultural framing of the situation. In the foreign language classroom, activity theory goals
of instruction and the desired outcomes of classroom activity go beyond the focus on
what students know; they extend to the possible social roles and the identities participants
can construct over time (Lave & Wenger 1991, as cited in Lantolf & Thorne, 2006).
Activity theory facilitates the possibility to elicit positive shifts among learners with low
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cognitive motives, and contribute to the formation of higher social aspirations among all
learners.
Connecting the existing historical knowledge of my students acquired in the
History classroom and outside of it with a body of knowledge that had not been earlier
identified, accessed, manipulated, and internalized for specific personal needs through the
means of the French language had the potential to uncover new perspectives for them and
unleash their interest in changing their personal status quo.
Motivation theory. Motivation has been researched and theorized not only within
the framework of activity theory. It has also been theorized as an essential element of
self-efficacy (Bandura, 1997). A highly influential theory is Gardner's socio-educational
model (Gardner, 1985), which has formed the basis for a considerable body of research in
the field of motivation (Dörnyei, 2003; Dörnyei & Csizer, 2002; Gardner & MacIntyre,
1992; Gardner & Tremblay, 1994). This framework incorporates learners' cultural beliefs,
their attitudes towards the learning situation, their integrativeness, and their motivation.
Motivation in second language learning is defined as consisting of desire to learn the
language, motivational intensity, and attitudes towards the learning situation (Gardner,
1985). Gardner makes the distinction between integrative and instrumental orientations in
language learning motivation. An integrative orientation occurs when the learner is
studying a language because of a desire to identify with the culture of speakers of that
language. An instrumental orientation includes a group of factors concerned with
motivation arising from external goals such as passing examinations, financial rewards,
or furthering a career.
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In the context of this study instrumental motivation was emphasized because the
focus of the activities was geared toward learning for purposes outside of the language
itself. It was primarily defined by students’ motivational intensity, and attitudes toward
the learning situation, or how they understood and how much they wanted to benefit from
the task to learn content applying to their History class, but to do it during the French
class, in French language, and through authentic self-selected French resources.
Keller’s theory on motivation (1983, 2008) contains five principles: curiosity,
relevance, confidence, satisfaction, and volition and self-regulation. Motivation to learn
is promoted when the learner’s curiosity is aroused due to a perceived gap in current
knowledge. Learners’ attention can be caught by visual or audio means, but it is
sustained by using unresolved problems or other techniques to stimulate the learners’
sense of inquiry. When the knowledge to be learned is perceived to be meaningfully
related to the learner’s goals, the second principle is met. This principle, called
relevance, includes content, teaching strategies, social organization, learner’s goals,
styles, and past experiences. Learner’s goals can be extrinsic in the case when the
learner needs to pass the course, but when goals are intrinsic, and the learner is engaged
in actions that are personally interesting and freely chosen, then motivation is much
higher. When the learners believe they can succeed in mastering the learning task, the
principle of confidence is met. Confidence relates to learners’ feelings of personal
control and expectations for success. Successful outcomes that are perceived by the
learner as the result of a good luck do not increase confidence. Efforts on the part of
teachers have to be directed to help students build expectations for success and then
lead them to experience success in the same circumstances, attributing their
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accomplishments to their own capabilities and not to external factors, such as good
luck. Satisfaction, as the fourth principle, relates to anticipation and experience of
positive outcomes to a learning task. Providing students with the opportunity to
meaningfully apply what they have learned and to be personally recognized for that
presents conditions for intrinsic feelings of satisfaction. A necessary condition is the
feeling of equity and fairness. Motivation to learn is also promoted when learners
employ volitional (self-regulatory) strategies to protect their intentions from various
kinds of distractions, obstacles, and competing goals. Learners have to be persistent in
their efforts to achieve their goal and exercise self-control to stay on task.
All five principles applied to the learning situation of the study. Learners saw
gaps in their knowledge to a different degree depending on what kind of information
they retrieved from the Internet and how it fitted into their existing knowledge.
Historical content was, as expected, marked by a high degree of subjectivity; therefore
students came across controversial descriptions or interpretations of historical facts.
Learners determined the relevance of the activity on the basis of their personal
preconceptions of what a foreign language class should look like, and whether they
appreciated or not the offered interdisciplinary integration. Confidence related to their
perceived levels of competence, which sometimes changed over the course of the
research period; and satisfaction related to the results of their self-evaluation. The
willingness and strategies to counter any problems related to the use of a language other
than the usual in similar learning circumstances or to contradictions or inconsistencies
in content accounted for the principle of volition and self-regulation.
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Definition of Key Terms and Concepts
Throughout this research paper I have used the terms foreign language (FL) and
second language, (L2). Normally, second language refers to the main language spoken in
the country where a native speaker of another language lives and studies, while foreign
language refers to a language spoken abroad. Unless specifically indicated, this paper
does not intend to make a distinction between the two terms and wherever they are used
they refer to the language studied that is not the native one.
There is an analogical approach to the terms language learning and language
acquisition. Acquisition refers to the effortless, subconscious process of mastering a
language and is not directly related to literacy, while learning is conscious and directly
related to literacy (Krashen, 1981, 1987) but in this paper, I am not insisting on this
difference, except in the Literature Review where these terms are explicitly discussed.
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CHAPTER 2
REVIEW OF LITERATURE
The purpose of this study is to explore the relationship between students’ reading
skills in French as a foreign language, their interest in and understanding of academic
content specific to the History of the Americas course, and their motivation to read
authentic French language texts in and outside of the classroom. In an atmosphere of
emphasis on standards based performance both in the United States and abroad, a reevaluation of the need for multilingual and multicultural education (Anderson, 2008;
Francisco, 2008; Wannagat, 2007), and an interdisciplinary approach to teaching and
learning (Kong, 2009; Lorenzo, 2007; Song, 2006), this study represents an attempt to
shed light on the interplay of several fields related to the high demands of today’s global
community on education. In this chapter, I present the literature relevant to these fields in
order to set the research context in which the study took place, and in which it acquired
its relevance and significance. I begin by addressing the need for integrative curriculum
by reviewing performance standards and programs for curriculum integration. In order to
provide a better understanding of foreign/second language (L2) as an academic discipline
that can be integrated with other content areas, I review in more detail theoretical and
empirical studies addressing the specifics of L2 learning and L2 reading. In the context of
modern communication technologies, reading skills acquire additional dimensions as they
refer to online reading vs. traditional book reading. In this regard, I also review the
literature concerned with online reading skills. Further, I review the literature on the
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processes of cognition and metacognition as they apply to content reading in L2, and the
role of motivation in L2 learning and performing. Having in mind that the ultimate goal
of education, and specifically of foreign language education, is to create a lifelong desire
to learn and grow intellectually, I finally review the literature on critical literacy and
lifelong learning disposition in the area of foreign language.

Integrative Curriculum
Curriculum integration is a relatively new idea from a historical point of view.
Most of the formal instruction until the beginning of the twentieth century in American
primary and secondary schools was based on imitation and memorization (Alverman,
Phelps, & Ridgeway, 2007). With the work of Dewey interest in individual growth gave
the beginning of curricula centered around the learner as experiencing the subject matter,
building new understanding on the existing knowledge, and no longer relying on
memorization. With the development in the field of cognitive psychology in the 1970s,
the idea of teaching reading and writing as thinking processes began to take shape.
Gradually educators started realizing that memorized facts or rules do not lead to student
understanding of the connections between the different aspects of human activity. L2
educators began to abandon repetition of isolated words and expressions, conjugating
verb paradigms, and reciting grammar rules. Instead they turned to culturally relevant
texts and useful idiomatic language intended to facilitate communication. A need for
performing standards that would evaluate what learners can do in any situation nonrelated to specific lesson led to the creation of language proficiency levels and national
standards for foreign language teaching and learning.
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National standards of foreign language teaching and learning. Since the
publication of the National Standards for Foreign Language Learning in 1995 (ACTFL,
1999) discussions have continued about how to best implement the standards at all levels
of the educational system and during all stages of the teaching/learning process. The
National Standards, also known as the five C’s include: communication, culture,
connections, comparisons, and communities. These standards are not a curriculum guide
because they do not describe course contents or sequences. They should be used
concurrently with state and local curriculum frameworks for the purpose of identifying
the optimal approaches and expectations for students in their respective regions.
The first of the five core national standards in foreign language education
(ACTFL, 1999) addresses communication as the most important goal of foreign language
education. Communication occurs in three modes interpersonal, interpretive, and
presentational. Interpersonal mode of communication takes place when learners exchange
ideas either orally or in writing. The presentational mode consists in the formal delivery
of own or interpreted ideas. It involves the one-way acts of speaking and writing.
Communication in the interpretive mode, which is the main mode of interest for this
study, involves one-way listening or reading of either print or non-print materials. In this
mode, learners derive meaning from the material they are exposed to and interpret it
according to their language competence and prior knowledge of the world. Work with
different kinds of authentic texts is the best way to develop interpretive communication
(ACTFL, 1999).
Standard 3 – Connections, is directly connected to the necessity to make
connections between different areas of knowledge through the means of the target
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language. Standard 3.1 states: “Students reinforce and further their knowledge of other
disciplines through the foreign language.” Standard 3.2 states: “Students acquire
information and recognize the distinctive viewpoints that are only available through the
foreign language and its cultures.” Through the connections standard additional bodies of
knowledge become accessible to L2 learners that are not available to the monolingual
English speakers. Not only can language be used to learn in other content areas, but
language itself can also be learned while dealing with content in other areas.
Standard 4, Comparisons, and Standard 5, Communities, complement the idea of
connecting knowledge from different areas. By understanding the relationships existing
in the target language culture, learners should become able to better understand the
respective relationships in their own culture (Standard 4.2). Authentic L2 texts like the
ones that were used in this study are a well-suited material to pursue the goal of critically
comparing cultural perceptions and beliefs. Students develop insights that allow them to
realize that there are multiple ways of viewing the world. Through the regular access to
authentic texts and the discovery of new interpretations, students become lifelong
learners by using the language for personal enjoyment and enrichment (Standard 5.2).
Foreign language curriculum integration in the United States. Since the first
publication of the ACTFL national standards for foreign language education, there has
been a strong push toward using them across the United States. Implementation of the
Connections standard can be equated to curriculum integration where one part is the
foreign language and the other is a content area. Foreign language educators and
researchers (Crandall, 1993; Short, 1997; Snow, 1998; Stoller, 2004) have advocated for
such integration by presenting the historical development of the ideas for content-based
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instruction and by offering content-based instruction in the foreign language thus
stimulating academic advancement and developing language proficiency at the same
time.
The idea of integration between foreign language and other academic areas is not
new. Spanos (1990, as cited in Stoller, 2004) identifies the 1980’s as the period during
which “applied linguistics exhibited substantial interest in integrated instruction” (p.261).
During the 1990’s the movement Languages Across the Curriculum (LAC) insisted on
developing promising means to improve the cross-cultural knowledge and purposespecific multilingual and intercultural skills of U.S. postsecondary students (Straight,
1998). In 1991 Lambert published a position paper entitled A National Plan for a UseOriented Foreign Language System in which he explained that the need for a more
pragmatically oriented approach to creating program curricula is determined by the
changing social demands: global development of multinational companies in the areas of
commerce, industry, research, and arts. In 1999 a new initiative, the Content-Based
Language Teaching through Technology (CoBaLTT) was launched to support contentbased language instruction through technology by helping K-16 foreign language
educators to create content-based curricula.
In the context of increased interest toward content-based instruction in L2,
American educational institutions have made efforts to create local programs that
integrate academic areas through foreign languages. In those instances, the programs of
implementation have been primarily at the post-secondary level (Spinelli, 1995; Calvin &
Rider, 2004; Pessoa, Hendry, Donato, Tucker, & Lee, 2007; Rivera & Matsuzawa, 2007;
Sanders, 2005), although Horst and Pearce (2010) suggest that there has been insufficient
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research on content-based instruction, and specifically on the implementation of the
Connections standard (ACTFL, 1996) at the higher level. According to Stoller (2004),
there have also been many successful Foreign Language in the Elementary School
(FLES) programs, as well as programs at the middle-school level that have integrated
content areas with foreign language instruction. Although educators at the primary and
secondary levels have discussed and tried to implement integration between academic
areas and language classes, empirical studies exploring the outcomes of such curriculum
integration have been rare (Stoller, 2004). At these levels, when discussing curriculum
integration, educators and policymakers have often omitted to include foreign language
as an equally important element (Boccuti, 2000; Vanzant, 2004), but rather as an element
providing support for other content areas. Empirical studies on foreign language
integration across the curriculum at these levels are equally infrequent (Stoller, 2004).
One of these rare instances is the case described by Boccuti (2000). The purpose
of his study was to determine the current level of curriculum integration in high schools
throughout the nation and to identify the factors influencing the design and development,
maintenance, and evaluation of interdisciplinary curriculum projects through a survey of
707 cases randomly drawn from the national population of 17,244 high schools. The
returned data were analyzed through descriptive statistics chi square test, which
demonstrated different levels of integration between content areas. Although the
information relevant to the learning in other subject areas through the means of the
foreign language was not a significant amount, it reinforced the need for including
foreign language into plans for integration between academic subjects.
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Vanzant (2004) studied five experienced middle school teachers who incorporated
core curriculum content in their foreign language classes on a regular basis prompted by
the school district emphasis on a statewide assessment. The assessment excluded foreign
language as a separate subject but it was seen as the only subject that could blend in any
other core curriculum subject. The goal of this integration, however, was for the district
administration to use it as a time-providing didactic tool to teach state determined
content, on which students would be tested. In neither one of the two aforementioned
empirical studies were the results of the integration measured or explored more deeply.
Content-based instruction in the area of English as a second language (ESL)
learning and integration with content-based areas has received a different kind of
attention from both administrators and policy makers. Second language is the language
spoken in the host country where native speakers of other languages live, work, and
receive their education. Governments are interested in promoting the acquisition of both
the local language and content knowledge because the level of their acquisition directly
impacts the country’s economy. Researchers working in the areas of English as a Second
Language (ESL) and English to the Speakers of Other Languages (ESOL) have
conducted both theoretical and empirical studies for a considerably longer time. The
Cognitive Academic Language Learning Approach (CALLA) was an instructional model,
created in the 1980s and developed to meet the needs of students learning English as a
second language in American schools (Chamot & O’Malley, 1994). Taking into account
that language minority students have historically encountered difficulties in mastering the
language of the majority and in achieving academic success, and viewing the reasons for
these difficulties in the cultural differences, the failure to provide initial cognitive and
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linguistic support in the first language, due to inadequate curriculum, instruction and staff
development, CALLA focuses on strengthening the curriculum and instruction during the
initial period when language minority students gain knowledge of the English language
and at the same time need to acquire academic content. The achievement of cognitive
academic language proficiency (Cummins, 1980) targeted by CALLA is the main
condition for achievement of academic success. The CALLA model includes three
components: topics from the major content subjects, development of academic language
skills, and explicit instruction in learning strategies for both language and content. The
model is based on cognitive theory, looking for what learners already know and seeking
to actively organize the new information around that existing knowledge.
Another model aiming to provide more challenging and engaging instructional
environments for English language learners through integration of language instruction
with content is the Sheltered Instruction Observation Protocol (SIOP) (Echevarria, Vogt,
& Short, 2003). The SIOP model addresses content and language objectives through
emphasis on key vocabulary. Preparation, instruction and assessment are aligned with
corresponding language proficiency levels and grade-level content demands. Besides the
framework for effective instruction, both models provide instructional strategies and tool
that may be largely used across content areas. Although no model can guarantee a
successful application in all possible contexts, these two models represent effective
approaches to curriculum integration between language and content areas.
Content-based language instruction is another widely used approach in ESL
programs. An important aspect of this approach is the purposeful collaboration across the
curriculum, with a team of language and content faculty working together to develop
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curricula (Song, 2006). Song (2006) noticed that literature on content-based language
instruction focused mainly on the immediate effect such as the outcomes of one or two
semesters during which learners were receiving content-based instruction, while studies
on the long-term effects were scarce. Prompted by the observed abundance of funding
and administrative support for ESL programs, Song (2006) conducted a study at the
content-based ESL program of Kingsborough Community College of the City University
of New York (CUNY), where the researcher used college academic records of 770
diverse ESL students to evaluate their academic performance by statistically comparing
two groups first semester freshmen from spring 1995 to spring 2000: one group of
students simultaneously enrolled in a content-based ESL program and a second group of
students who did not receive content-based ESL instruction. The study found that
students enrolled in the content-linked ESL program not only achieved higher pass rates
and better grades in the ESL course, but also performed better in subsequent ESL and
developmental English courses. In addition, the content-based ESL students had better
long-term academic success rates than non-content-based ESL students did, in measures
such as English proficiency test pass rates, graduation and retention rates, and overall
GPA. Although the impact of enrolling in content-based ESL courses seemed to be
obvious, the quantitative only approach to the comparison did not give sufficient
information of additional factors that may have contributed to the better performance of
these students. Personal goals, relationships, motivation, cultural characteristics, or casual
attributions might be among other factors that determined the outcomes of students’
learning experiences.

29
Foreign language curriculum integration outside the United States. Besides
the interest toward integrating content- and language-learning objectives on the part of
the American educators, substantial interest rose within the global community during the
same period of time (Stoller, 2004): Canadian educators devoted an issue of La Revue
Cannadienne des Langues Vivantes/The Canadian Modern Language Review to contentbased language teaching; in 2003 the University of Maastricht in the Netherlands hosted
an international conference with the theme “Integrating content and language: Meeting
the challenge of multilingual higher education”; educators from sub-Saharan Africa
participated in an online course entitled “Africa online: English language teaching using
web resources to develop content-based materials for the classroom”. Another program,
GLOBE (Global Learning and Observations to Benefit the Environment) was created in
1994 and during the decade after its inception over 35,000 teachers from more than 100
countries attended professional development workshops to become certified GLOBE
teachers (Kennedy, 2006). As a result from the collaborative effort to place emphasis on
science through activities related to climate, hydrology, and other branches of the
environmental science, and the authentic opportunities for use of L2 by students, which
the program provides, according to Kennedy (2006), over a million GLOBE students
from over 18,000 schools worldwide have made meaningful contributions to the
program.
Countries from the European Union formalized Content and Language Integrated
Learning (CLIL) into an approach closely related to immersion education, according to
which second/foreign languages should be used as tools for learning in content area
subjects, and in such way both the language and the content area subject have a joint
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curricular role (Marsh, 2002; Lorenzo, 2007, Brown & Brown 2003; Bradbury & Jones
2006).
According to the information network on education in Europe (Eurydice, 2005,
www.eurydice.org), in the majority of European countries schools offer a form of CLIL
in which subjects are taught in at least two different languages, the official state language
(or one such language if there is more than one) and a foreign language.
Along with the many widely accepted benefits of the content-based language
instruction in Europe through the CLIL approach, researchers continue to search for the
most balanced and effective way to integrate language and content (de Graaff, Koopman,
Anikina, & Westhoff, 2007; Lorenzo, 2007). In an effort to provide more support to
CLIL teachers, de Graaff, Koopman, Anikina, & Westhoff (2007) explored
characteristics of effective CLIL teaching performance and related them to theoretical
principles in second language acquisition. They aimed to identify CLIL teaching
performance indicators from theoretical assumptions about effective language teaching
and learning, and to create an observation tool, which to apply in order to identify
instances of effective teaching performance that provides a balance between teaching
content and teaching language. Through video taped observations of nine Dutch CLIL
lessons in various content areas and following interviews with their non-native language
speaking teachers who had at least five years of experience in different secondary
schools, the researchers found that teachers use text adaptation, emphasis on correct and
relevant identifications of meaning, facilitation of output production, and corrective
feedback. The researchers concluded that the observed performance corresponded least
incidentally to indicators of effective language teaching and learning derived from theory
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of second language teaching ad learning. Since the teacher participants in the study found
the observation tool to be useful for expanding their teacher repertoire, the researchers
recommended that it be further developed and implemented as a practical instrument in
teacher training not only for CLIL teachers but for FL teachers as well.
Content-based instruction (CBI) is another model of instruction integrating
content and language, as previously mentioned in the context of American ESL (English
as a Second Language) instruction. CBI is the concurrent study of language and subject
matter with the form and sequence of language presentation dictated by the content
material (Brinton, Snow, & Welche, 2003, p.ix). Regardless of the balance between
content and language along the continuum, CBI is characterized by a commitment, in
different degrees, to the dual curriculum goals of content learning and language learning
(Kong, 2009, p.234). Due to the different strengths of content-trained and languagetrained teachers, Kong (2009) observed a need to find ways to balance between content
and language so both are more effectively taught and learned. In a study exploring the
content and language pedagogies used by content-trained and language-trained CBI
teachers in L2 contexts to identify effective content and language learning at the middle
and high school levels, Kong (2009) worked with video recordings and transcripts of 30
lessons from late-immersion schools in Hong Kong and three middle schools in Xi’an, an
ancient capital and a prosperous inland city in China, who were also participants in the
China – Canada – USA English Immersion (CCUEI) project introduced in 1997. She
identified four CBI lessons taught by two content-trained and two language trained
teachers. Lesson structure, content-focused talk, language-focused talk, and teacherstudent interactions were the main features identified in the analysis of the lessons. The
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analysis suggested that a focus on content provided a stronger foundation for CBI, which
should not be regarded as the sole guarantee for effective teaching. Kong found that the
new content has to be explored in depth and from different perspectives to enable
complex knowledge relationships to be co-constructed by the teacher and students
through the use of correspondingly complex language (Kong, 2008, p.254). The study
offered an insight of the complex and challenging issue of balancing content and
language in CBI, and revealed the need for continuous investigation of the ways to
enhance learning outcomes.
From the review of educational approaches to content and language integration
both within and outside of the United States, it becomes clear that the advantages are
mutual for content learning and language learning. Content is accessed and acquired
through language, and if learners access it through more than one language, they also
acquire multiple points of view and interpretations that enrich their knowledge. On the
other hand, language is a tool through which people deal with content in different forms.
If this content is more meaningful and perceived as relevant by the learners, they will
develop the language needed for understanding concepts and ideas. Anderson (2008)
argues that “cross-curricular linking [is] central to primary practice, and is strongly
reflected in models being developed for second language teaching” (p.83). Therefore,
next I will review literature related to second language teaching and learning.

Second Language Teaching and Learning
Theory of second language acquisition. In the field of second language
acquisition, reading has received much recognition as a means to increase language
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competence. Krashen (1981, 1987) developed a theory of second language acquisition,
called the Natural Approach, which was comprised of five hypotheses: 1) The
Acquisition-Learning hypothesis makes a distinction between the acquired system of
language performance as a product of subconscious processes and it refers mainly to the
native language, and the learned system of language performance as a product of
conscious learning in the setting of formal instruction. However, aspects of the native
language may fall into the category of learning, e.g. the grammar or spelling rules. 2) The
Monitor hypothesis describes the relationship between acquisition and learning. The
acquisition system initiates language production, while the learning system monitors the
produced language for accuracy. The process of monitoring takes place if the second
language learner/speaker focuses on form, knows the formal rules, and has sufficient time
to perform monitoring and editing of his/her own language. 3) The Natural Order
hypothesis assumes that there is a natural order in which acquisition of grammar happens,
and therefore this order is predictable depending on the learner’s age, linguistic, social,
and cultural background. This order should be taken into account by educators in terms of
expectations for student learning, but it should not lead to restrictions in the exposure of
learners to more complex grammar structures than those expected to be immediately
acquired. 4) The Input hypothesis explains how the learner acquires a second language.
Second language acquisition progresses following the natural order provided that the
learner receives adequate amounts of comprehensible input, which means that the level of
language difficulty is slightly higher than the learner’s actual competence. The reason for
the highly elevated level of input is to provoke some challenge without blocking the
comprehension process. 5) According to the Affective Filter hypothesis, there are some

34
affective variables that influence second language acquisition although their role is only
to facilitate or impede the process rather than to prompt it. Such variables include
motivation, self-confidence, and anxiety. While high motivation, combined with low
anxiety provide better conditions for successful language acquisition, low motivation,
low self-confidence, and high anxiety can contribute to the development of a mental
block preventing the comprehensible input to be processed and used for acquisition.
Methods of L2 teaching: The Natural/Communicative Approach. Since the
end of the 19th century, many methods of teaching L2 have contributed to the diversity of
teaching practices. The grammar-translation method until the 1930s, the cognitive
approach in the 1940s and 1950s, the audio-lingual method in the 1950s and 1960s, and
the direct method in the 1970s have all played an important role in the shaping of
educators’ understanding of what constitutes effective teaching in terms of the learning
objectives. These different methods have determined to a large degree different media
and modes of teaching and learning. Until the 1960s the main medium of instruction was
the L1, emphasizing either translation or learning about the language rather than the
language itself. However, since the appearance of the previously explained theory of the
Natural Approach (Krashen, 1981, 1987) the focus of classroom activities has been on
the “natural” language acquisition mirroring the acquisition of L1 – through the exclusive
use of the target language and authentic materials, with attention to meaning rather than
to form and topics of student interest rather than of teacher interest. Such an immersion in
the target language becomes possible through two modes of teaching and learning: input
and output. Teachers’ careful design of rich comprehensible input accompanied by many
visuals allows even beginning learners to stay in the target language and acquire new
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vocabulary and grammar in a contextualized way. Constant, rich comprehensible input is
the main vehicle through which new language enters the developing system of learners
where after integration of the new knowledge with the existing knowledge learners are
able to produce language that has incorporated newly learned elements. Output in the
target language, meaningfully related to the learning topics, helps the learners to put in
practice what they have learned, and to refine the accuracy of the acquired language.
Language-learning strategies. The twofold process of teaching and learning
requires focused efforts on the part of both teachers and learners. Successful language
learning occurs as a result of an array of factors among which are the strategies used by
language learners. Learning strategies are steps taken by the learners to aid the
acquisition, storage and retrieval of information; language-learning strategies (LLS’s) are
behaviors used by learners to move toward proficiency or competence in a second or
foreign language (Oxford, 1998, p.404). LLS’s are useful in both formal classroom
settings and in informal, non-academic environments. In relation to formal and informal
instruction, they are also applicable for both learning and acquisition. Oxford (1989)
summarized factors related to choice of strategies in language learning studied by various
researchers: 1) language being learned, 2) level of language learning, proficiency or
course, 3) degree of metacogitive awareness, 4) sex, 5) affective variables such as
attitudes, motivation, and language learning goals, 6) specific personality traits, 7) overall
personality type, 8) learning style, 9) career orientation or field of specialization, 10)
national origin, 11) aptitude, 12) language teaching methods, 13) task requirements, and
14) type of strategy training.
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Oxford and Nyikos (1989) explored variables affecting the choice of learning
strategies used by 1,200 diverse foreign language college students with little experience
in language learning. The main instrument used in the study was the Strategy Inventory
for Language Learning (SLIL), which asks participants to report the frequency of use of
certain language learning strategies. Five main factors emerged from the analysis: 1)
formal rule-related practice strategies, including generating and revising rules and
analyzing words; 2) functional practice strategies, such as attending foreign language
films and reading authentic materials; 3) resourceful, independent strategies, such as
using mnemonics or tape recorder, or self-testing; 4) general study strategies, such as
studying hard, ignoring distractions, good time management; and 5) conversational input
elicitation strategies including requesting slower speech and guessing what the speaker
will say. Motivation emerged as the main variable affecting choice of strategies. In
discussing motivation, Oxford and Nyikos not only reported the pervasive influence on
the use of specific kinds of strategies and overall frequency of strategy use, but also
elaborated on the complexity of the relationship between motivation and strategy use.
They concluded that not only motivation causes significant use of language strategies, but
high strategy use leads to high motivation as well. Following motivation as a main
determinant of LLS choice in this study were language proficiency, elective versus
required courses, and years of study. Other, less significant factors such as sex, major and
interactions between motivation and other variables were also discussed. This and other
studies on language learning strategies (Nyikos & Oxford, 1993; Oxford & Shearin,
1994; Oxford, 1989) reinforce the need to encourage students to experiment with a great
variety of strategies for the promotion of creative, communicative learning. Language
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programs should take into account learners’ needs including the need to gain self-control
and autonomy through strategy use.
Extensive reading for L2 learning. As one of the most successful means to both
provide comprehensible input and to lower the affective filter Krashen (1987)
recommended free voluntary reading during which learners are free to choose their
readings depending on their interests and levels of proficiency, and they do not feel
obligated to finish them if they do not like them. He advocated for extensive reading,
meaning that students read those self-selected texts for longer periods of time, in or
outside of the classroom at their own pace, and formal assessment of the reading
outcomes does not follow necessarily, but if it follows it may take different forms, such
as writing in a journal, or a “brief conversation with the teacher […] to review progress
or to decide what the student will read next” (p.27).
Following Krashen’s theory of the Natural Approach (Krashen, 1981, 1987) many
studies explored the roles of comprehensible input and reading in the classroom (Bell,
1998; Day & Bamford 1998; Green, 2005; Renandya & Jacobs 2002). Special attention
was given to extensive reading, recommended by Krashen (1997), which sparked
controversies: some embraced the idea of providing meaningful and engaging input
through student self-selection (Day & Bamford 1998; Nishino, 2007; Mori, 2002;
Ranklin, 2005; Renandya & Jacobs 2002); others rejected it because they found students
to produce speech “that is highly inaccurate” or that the students enrolling in high level
classes “are not up to the standards of previous years’ students” (Krashen, 1997, p.16).
Day and Bramford (1998) defined extensive reading in L2 through ten
characteristics: 1) students read as much as possible in and outside the classroom, 2) a
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variety of materials on a wide range of topics is available, 3) students select what they
want to read, 4) the purposes of reading are usually related to pleasure, information, ad
general understanding, 5) reading is its own reward, 6) reading materials are well within
the linguistic competence of the students, 7) reading is individual and silent, at the
students’ own pace, 8) reading speed is usually faster than slower when material is easily
understandable, 9) teachers orient students to the goals of the program, explain the
methodology, keep track and guide student reading, and 10) the teacher is a role model of
a reader for students (pp.7-8).
Strongly favoring extensive reading as motivating students and leading them
toward independence and resourcefulness in their language learning, Bell (1998)
described a reading program established at the British Council Language Center in Sanaa,
Yemen. Students followed a class reader, had access to a library, and weekly classes in
the British Council library. During a period of six months over the course of two
semesters, students read both the class readers and other self-selected texts, kept reading
diaries, discussed and exchanged titles. To assess students’ interests and habits,
questionnaires were used prior to and following the program. Bell insisted on the
exclusive role of extensive reading in language learning. He stated ten advantages: 1)
extensive reading provides comprehensible input through the interesting material and a
relaxed, tension-free learning environment; 2) it can enhance learners’ general language
competence measurable by the gains in word recognition, reading comprehension, oral
and written skills; 3) it increases the students’ exposure to the language; 4) it can increase
knowledge of vocabulary; 5) it can lead to improvement in writing; 6) it can motivate
learners to read; 7) it can consolidate previously learned language; 8) it helps to build
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confidence with extended texts; 9) it encourages the exploitation if textual redundancy;
and 10) it facilitates the development of prediction skills.
Further, Bell (1998) gave ten recommendations for successful running of
extensive reading programs that relate to engaging students to take active roles in the
program management, regular conferencing and teacher’s modeling positive attitudes,
supplementing the individual silent reading with reading aloud, presenting to the group,
writing reports, journals, or more complicated compositions, using audio and video
materials to supplement the reading content or to model pronunciation, to avoid use of
dictionaries and testing, and to investing time and energy to maintain the entertaining
aspect that reading provides. As a conclusion, Bell pleaded for the institutional support of
extensive reading programs, particularly in countries where material and financial
resources are adequate.
In contrast, Green (2005), called into question the effectiveness of some extensive
reading practices that lead to disconnection from the curriculum. He described an
extensive reading program in Hong Kong where he saw a contrast between the program’s
aims to build habits of reading in English by increasing exposure to the language that will
turn into language proficiency and “the mechanics of its implementation” (p.307) related
to progress testing that determines whether students would move upwards or downward
within the system of eight levels of readability. Instead of teacher-led conferencing to
check progress, Green described sessions of enforced silence followed by book reports
produced individually and excluding interaction between students as well as between
students and teachers. He called it “a fundamental misconception to see [extensive
reading] as a ‘stand-alone’ component” (p.308), and advocated for its seamless
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integration with other components of language curriculum. He found a major flaw in “the
isolated nature of extensive reading schemes” (p.308). Instead, he proposed a task-based
approach to extensive reading in order for the reading to acquire purpose by becoming a
key component in gathering information on a specific topic or in generating a solution to
a specific problem.
Although Bell (1998) and Green (2005) seem to have different stances on
extensive reading, they advocate for very similar types of purposefulness as its essential
characteristic: the need for students to have a clear idea of the reason for their reading
that consists in acquiring new content knowledge without paying special attention to the
linguistic features of the second language which they are using as a tool to get to this
knowledge. Whether extensive reading would be directed by their personal interests, as in
the choices of novels in the second language (Bell, 1998), or it would be a curriculumdetermined task as recommended by Green (2005), in both cases the teacher would have
a two-fold role: in guiding the choices and in monitoring the progress.
Comprehensible input and language proficiency. In order for an extensive
reading program to be successful students have to expose themselves to an abundant
quantities of self-selected texts at a difficulty level that corresponds to their reading
ability in the L2, thus providing themselves with comprehensible input. Closely related to
the notion of comprehensible input is the question of language proficiency. According to
Krashen (1981, 1983) language can be learned only if it is understood. Comprehension
takes place only if the reader knows no less than 80% of the content words and 40% of
the function words (Alderson, 2000; Grabe, 1991). The quantity of words needed for the
comprehension of a text depends on the type of text, and new vocabulary can be
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understood through the context. Hsueh-Chao and Nation (2000, Nation 2006) suggested
that 98% of vocabulary must be known for adequate comprehension of fiction texts. Even
with 98% of coverage Carver (1994, as cited in Nation, 2006) and Kurnia (2003, as cited
in Nation, 2006) indicated that text comprehension would not be easy. Liu and Nation
(1985, as cited in Maun, 2009) have estimated that for such level of control over the text
the reader should have acquired a passive vocabulary of 20,000 words. In another article,
Nation (2006) elaborates that for the 98% comprehension coverage of a written text a
8,000 to 9,000 word family vocabulary would be needed. This means that for readers to
be able to adequately process either fictional or non-fictional texts, they have to have
achieved a level of proficiency beyond the intermediate.
Proficiency guidelines for the four skills were determined by the American
Council for the Teaching of Foreign Languages (ACTFL) in 1983, and later revised in
1999 for speaking and in 2001 for writing. Since their first publication, they have been
used to determine learners’ levels of proficiency in the L2 for the purposes of creating
curricula and assessments. Those proficiency levels are: novice, intermediate, advanced,
superior, and distinguished. Within each of the novice and intermediate levels there are
three sub-levels: low, mid, and high. At the advanced level, there was an additional one:
advanced plus (or advanced-high). During the revision in 1999 and 2001, three advanced
sub-levels were determined respectively for speaking and writing: low, mid, and high.
Advanced proficiency levels for the receptive skills, listening and reading, remained with
two sub-levels. In order to be able to comprehend authentic texts, readers’ level of
proficiency should be at least intermediate-high. The intermediate-high level of reading
proficiency according to ACTFL Guidelines (1983, 1999) reads as follows:
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Readers at the Intermediate-High level are able to read consistently with
full understanding simple connected texts dealing with basic personal
and social needs about which the reader has personal interest and/or
knowledge. The student can extract some main ideas and information
from texts at the next higher level featuring description and narration.
Structural complexity may interfere with comprehension. The student
has some difficulty with the cohesive factors in discourse, such as
matching pronouns with referents. While texts do not differ significantly
from those at the Advanced level, comprehension is less consistent. The
student may have to read material several times for understanding.
The ACTFL Guidelines (1983, 1999) for advanced-high level of reading is as follows:
Able to follow essential points of written discourse at the Superior level in
areas of special interest or knowledge. Able to understand parts of texts
which are conceptually abstract and linguistically complex, and/or texts
which treat unfamiliar topics and situations, as well as some texts which
involve aspects of target-language culture. Readers are able to
comprehend the facts to make appropriate inferences. An emerging
awareness of the aesthetic properties of language and of its literary styles
permits comprehension of a wider variety of texts, including literary.
Misunderstandings may occur.
It is commonly accepted that learners’ receptive skills, listening and reading, are
normally one sub-level higher than their productive skills, speaking and writing. In the
context of this study, high school students reading self-selected content-based French
texts were at the intermediate-high to advanced-high levels of reading proficiency. I
expected them to be able to make educated choices about the texts they read and to
generally be able to comprehend close to the targeted 98% of the texts. With the help of
some existing content knowledge from the History class, students were able to
successfully orient themselves in their selections. Two of Krashen’s Natural Approach
hypotheses applied: the Comprehensible Input and the Affective Filter. In self-selecting
the texts to read according to their own perception of relevance and level of difficulty,
students self-determined the level of comprehensible input. The option to partially read
the texts or to drop them led to lowering students’ affective filters and in the cases where
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high motivation was present, significant learning took place. In deciding to involve my
students in such reading, I confirmed my agreement with the importance of presenting
and maintaining a pleasurable experience while doing extensive reading because such
prolonged experience would more likely lead to forming habits, but I also wanted to add
more practical usefulness to the reading. By integrating the French language learning
with useful content learning, I expected students to seamlessly acquire new vocabulary
and higher reading proficiency, and to develop greater confidence in reading in the
French language.

Cognition and Metacognition in L2 Reading
Schema theory. In the process of reading in either L1 or L2, learners are not
passive recipients of information but they rather actively seek information and process it
according to their needs. Every reader comprehends the text according to his or her
individual prior knowledge related to the concepts building the text. These general
concepts or units of knowledge are known as schemata (Bartlet, 1932). According to
schema theory people have schemata for everything in their lives including people,
places, things, language, processes, and skills (Rumelhart, 1980; Tracey & Morrow,
2006). Schema theory describes the process through which readers combine their
individual, often culturally determined schemata with the information in the texts in order
to comprehend the text. Carrell (1983) distinguished two main types of schemata: content
schemata (background knowledge of the world) and formal schemata (background
knowledge of rhetorical structure). Anderson and Pearson (1984) added another kind of
schema that is important for reading comprehension: a schema for reading process.
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Elements of reading process schema include decoding, skimming, inferencing, and
summarizing. Whenever readers face a gap in understanding, they compensate for
deficiencies in one or more of the knowledge sources by using information from the
remaining knowledge sources (Stanovich, 1980). These sources could be associated with
the concepts and semantic relationships, or with the print in terms of phonics or sight
words.
Reading problems may not be due only to deficiency in readers’ schemata. There
might be situations in which schemata exist but they have not been activated prior to or
during the reading process. In order to maximize activation of schemata prior to reading
activities teachers often use questioning or brainstorming during which learners generate
relevant information based on their own background knowledge and experiences (Stott,
2001).
The major problems in L2 reading however, are related to language proficiency.
Efficient L2 readers need a vast receptive vocabulary “that is rapidly, accurately and
automatically accessed" (Grabe, 1988, p.63). Besides deliberate activation of schemata
prior to the reading occurrences, development of extensive vocabulary as a longer-term
approach is necessary. Building of extensive receptive vocabulary may be achieved
through extensive reading that provides multiple occasions for learners to see a word in
different contexts and learn it (Bamford & Day, 1997). The goal of extensive reading
would be to achieve automaticity in readers’ word and phrase recognition. Such levels of
automaticity may result from high quantity of reading, which may be possible by
encouraging students to read not only in but also outside of class, and by allowing and
encouraging them to choose their own texts. Empirical studies on extensive reading (Bell,
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1998; Green, 2005) were previously discussed in the context of L2 learning. I also
discuss other studies on extensive reading a little further in the context of reading
strategies (Nishino, 2007) and motivation (Mori, 2002). The pertinence of extensive
reading to so many areas is an indicator of its versatility and relevance to the general
process of education. Schema theory is applicable not only to reading, but also to all
communicative modes. If taught and learned in a formal class setting, it is likely to be
applied by learners outside of class and after the end of their formal education.
In the context of this study, before accessing and reading the texts found on the
Internet, students already had schemata ready to be integrated into the reading
comprehension process: content schemata through the content pertaining to and discussed
in the History of the Americas course, and formal schemata in terms of the text types:
narrative, expository, tables, maps, or illustrations and pictures of artifacts. Since reading
occurred in L2, French language reading skills were part of their formal schemata. These
skills influenced students’ ability to skim through the text in order to evaluate its
relevance and adequate degree of difficulty, and subsequently to decode and infer.
Students reading at the limits of their linguistic abilities sometimes faced difficulties and
compensated by reading in a slow, text-bound manner or by guessing. The degree to
which individual content, formal, and reading process schemata contained elaborate
details influenced readers’ comprehension. Highly developed schemata in specific
historical content, text types, reading process, and/or in French language contributed to
easier understanding and learning.
Metacognition in L2. While processing the information, learners regulate the
flow of cognitive activity through metacognition and self-regulation. (Dinsmore,
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Alexander, & Loughlin, 2008; Schunk, 2008). Metacognition, or metacognitive
monitoring is often defined as “thinking about thinking”. In reading, metacognition refers
to the reader’s ability to monitor his or her own reading process and to apply strategies to
remedy the situation when something does not make sense. When readers are aware of
the demand of the text and the reading task they are able to make choices about strategies
they could use (Baker & Brown, 1984; Oxford, 2003; Peregoy & Boyle, 2005). Flavell
(1971) specified four key areas of metacognition: metacognitive knowledge (knowing
what to monitor), metacognitive experience (experience in monitoring), goals (to achieve
understanding), and the activation of strategies (to reach one’s goals and evaluate one’s
progress). According to Flavell the interactions between these four areas determine the
processes of individual cognitive development.
Metacognition in L2 can be facilitated by deliberate teaching of metacognitive
strategies. Chamot and O’Malley (1994) distinguished three types of metacognitive
strategies: planning, monitoring, and evaluating. Planning strategies help learners to learn
how to organize themselves for the specific learning tasks. In approaching the search for
relevant authentic French texts participants in the study will have to make sure they know
what the topic and the keywords for their search are in French, what subtopics are
included, so they may identify useful sources of information through skimming; students
may sequence or order the task features, or they may decide in advance on which specific
aspects of the task they will focus. Monitoring strategies help learners to check their
understanding. While reading, learners could quiz themselves periodically to see if they
comprehend the main ideas, and adjust their efforts as needed. Evaluating strategies help
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students to assess their own performance on a task through the use of learning logs or
other reflective tools intended to keep track of their learning progress.
Hosenfeld (1984) studied the use of L2 extensive reading strategies by two
American high school students through think-alouds, introspective, and retrospective
protocols. Hosenfeld summarized the results and presented a list of reading strategies that
successful L2 readers used. Approximately half of them were directly related to
vocabulary. Learners 1) skipped words that were not important to understanding the
whole text, 2) identified the grammatical category of words, 3) used orthographic
information and recognized cognates, 4) referred to side glosses but used the glossary
only as a last resort, 5) looked up words correctly, and 6) evaluated guesses.”
Nishino (2007) conducted a similar case study aiming to explore use of L2
reading strategies and L2 reading motivation with two Japanese learners of English over
a period of 2.5 years. Data were collected through four semi-structured interviews,
regular observations during the reading sessions, and four reading rate measurements. At
the beginning, the participants had vocabulary levels of approximately 1,000 words, and
they were reading graded readers with 400 headwords. By the end of the period their
vocabulary sizes grew to 2,000 words, but they were reading authentic texts, often
containing more words than participants knew. However, due to their use of reading
strategies and high motivation, they successfully read, understood, and expressed
satisfaction from the reading. The investigated reading strategies included: use of
glossary, grouping words, using background knowledge, guessing, and use of dictionary.
The researcher reported that reading strategies used by the participants at the beginning
of the data collection when they were beginning readers, corresponded to commonly
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reported strategies from other research. With the linguistic progress which participants
made overtime, their reading strategies started diverging due to personal preferences.
Nishino concluded that the motivation to read in L2 depended on 1) realization of
achievement, 2) the pleasure and flow of reading, 3) confidence in L2 reading, 4) a
tendency toward a more independent reading, 5) less interest in graded readers, 6) a
preference for authentic texts, and 7) entrance exams that required test preparation.
Lifespan developmental perspective on reading. Issues related to
language proficiency, extensive reading, motivation, and metacognitive skills and
strategies lead to the notion of a lifespan developmental perspective on reading.
Alexander (2005) created a developmental model of reading that encompasses
changes across the lifespan with the following characteristics:
•
•
•
•
•
•

“Readers’ knowledge of language and knowledge of content domains
are critical forces in developing competence.
Readers’ personal interest in reading becomes a driving force in their
development as competence is achieved.
Lifespan development involves systematic changes in readers’
strategic processing.
Reading development is a lifelong journey that unfolds in multiple
stages.
Profiles of successful and struggling readers are reflective of
developmental forces.
Readers in acclimation are especially vulnerable and in need of
appropriate scaffolding.” (p.413)

Both knowledge about the topics of study and about the language in terms of
sound-symbol relations, main ideas, or text genres are important in developing
competence, and they complement each other especially in the early stage (Alexander,
2005). A greater knowledge about concepts represented in language leads to easier
processing and comprehension of that language. Repeated encounters with texts about the
same subjects play a dual role: they build the readers’ mastery of language and their

49
conceptual knowledge simultaneously, and as readers move from being novice readers to
more competent readers, their competence in reading increases along with their
competence in the specific reading topics.
Individual readers’ interest refers to one’s long-term involvement in an area of
learning, and differs from situational interest that is temporary and depends on the
specific context. Alexander claims that situational interest is stronger in earlier stages of
reading, but overtime, with individual progress toward competence individual interest
becomes more important. In order for competence to continue growing, individual
interest should involve not only a topic, but also the process of reading or preferred types
of texts such as poetry, fiction, or expository genres.
Strategic processing refers to the flexible use of cognitive and metacognitive
strategies to solve problems related to processing of texts. Surface-level strategies such as
rereading, altering reading rate, and omitting unfamiliar words help initial access and
comprehension of texts. Deep-processing strategies, such as cross-text comparisons,
creating alternative representations, or questioning the source, involve personalization
and internalization or transformation of the text. While surface-level strategies are more
typical for earlier stages, deep-processing strategies gain importance with the gain of
competence.
Alexander’s lifespan developmental model of reading represents reading
development in three stages determined by the relations between the readers’ knowledge,
interest, and strategic processing. The first stage, acclimation, describes novice readers
with limited and fragmented knowledge, lacking cohesiveness and integration.
Acclimating readers often experience difficulties in distinguishing relevant from
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irrelevant, accurate from inaccurate, or important from trivial information. Acclimating
readers use predominantly surface-level strategies and rely on situational interests. The
second stage, competence, involves an increasing knowledge in topics and reading
process, resulting in greater automaticity of performance through deep-processing
strategies. Individual interest starts taking over situational interest, and competent readers
become more motivated form within. The third stage, proficiency/expertise, is
characterized by rich and principled subject-matter knowledge, high automaticity in the
common reading tasks, effective strategy use, predominant deep-processing strategies,
and strong personal investment in the topics of reading. Personal identification and
investment in reading allows proficient readers to maintain their engagement in situations
of difficulties and frustration.
In terms of profiling successful and struggling readers, Alexander distinguished
highly competent and seriously challenged readers, effortful and non-strategic processors,
knowledge-reliant, and resistant readers. Highly competent readers with good knowledge
of language and topics, rich repertoire of strategies, individual interest that engages them
in increasing their personal enrichment and academic success. Seriously challenged
readers are placed on the opposite side of the continuum, and display a complex of
reading problems. In the middle of the continuum are effortful processors who generally
perform well at reading tasks and progress well because of their goal orientation and
focused efforts to achieve that goal, rather than because of their linguistic and topic
knowledge. Knowledge-reliant readers count on their topic-related knowledge to
compensate for their reading knowledge deficiency. Non-strategic processors operate
with few strategies for processing linguistic information, limited understanding of task
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demands, and limited ability to evaluate their own reading performance. Resistant readers
lack investment in their own development as readers although they may not necessarily
lack knowledge or strategies to reach competence. They lack the desire to realize their
potential.
In order to optimize lifespan reading development support during the acclimation
stage is crucial. Appropriate guidance during that initial period has the potential to set the
attitudes and motivation that would lead to continuous lifelong development in the
domain of reading and learning in general. Despite the importance of instilling in students
desire to read and teaching them reading cognitive and metacognitive strategies in the
early stages, it is also important to perceive reading education from a lifespan perspective
so secondary and post-secondary schools could produce more engaged readers with the
skills to engage in reading challenging texts.
Online reading strategies. Besides traditional reading of printed texts, today’s
learners increasingly encounter online texts with their specific features including various
designs and menus, colors and changing images, hyperlinks allowing the possibility to go
back and forth in the text, and easy options to search for another document of the same
kind in case when the first one does not satisfy the reader’s needs. Research in the area of
online reading tasks processing has been an area of growing interest during the last
decade (Anderson, 2003; Brunner & Tally, 1999; Coiro, 2003, 2005, 2007, 2010, 2011;
Huang, Chern & Lin, 2009; Uso-Juan & Ruiz-Madrd, 2009). Coiro (2003) insisted that
electronic texts introduce both new supports and new challenges that could have a great
impact on one’s ability to comprehend the text. In discussing the complex challenges that
readers might encounter while reading inline, she outlined three types of online texts:
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nonlinear, multiple-media, and interactive (Coiro, 2003). Nonlinear texts contain multiple
hyperlinks that lead to various kinds of information: definitions, images, and additional
texts about elements of the text. The reader can select any of the provided hyperlinks and
go back if desired. Multimedia texts integrate a range of multimedia formats such as
icons, animated symbols, cartoons, advertisements, audio and video clips, and virtual
reality environments. Interactivity is an inherent characteristic of online texts because
readers actively participate in the navigation of the information and construct its personal
adaptation to their needs. Many digital texts offer additional interactivity with other
readers through discussion boards and chat rooms thus providing immediate exposure to
multiple and diverse perspectives.
The challenges related to online reading have been examined by many researchers
(Coiro, 2009; Rosen, 2009; White, 2007). White (2007) warned that there was a danger
that the strength of hypertext to deliver massive amounts of information to the user is also
its greatest weakness, and that he freedom that many theorists believe that hypertext
delivers to its users thus can have profoundly negative consequences for pedagogy.
Rosen (2009) discussed that online reading is much more scanning than reading. She
referred to studies that tracked the eye movements of web surfers, and according to which
only 16 percent of online readers really read the text on the page. The rest jumped around
the page and processed only individual words or phrases. She insisted that holding the
readers’ attention online is particularly hard because of the active presence of a variety of
temptations and distractions on the screen. Most multitasking readers cannot pay
attention, control their memories, and often switch tasks in comparison with readers who
prefer to complete one task at a time.
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With the new challenges related to online reading in mind, Coiro (2009) directed
her attention to the differences that instructional tasks and assessments have to undergo in
order to adequately use the potential of online information for learning and successfully
tap the different skills of online readers. She acknowledged that development of new
online reading skills is necessary, that dispositions toward the Internet affect online
reading abilities, that students often collaborate online in looking for answers to their
questions, and that since the nature of reading comprehension changes because of digital
technology, online reading instruction should be informed by online reading processing.
Coiro and Fogleman (2011) expanded on the ways teachers could use Internet resources
to deepen student learning with the appropriate tasks that support learning. She insisted
on the clear idea of what teachers want their students to understand and be able to do, and
on teachers’ knowledge of how web-based informational reading systems (educational
websites that do not provide scaffolding for the students), interactive learning systems
(educational websites that often contain quizzes, lesson plans, video collections, and
games), and instructional learning systems (educational websites where instructional
content is designed to connect the activities with virtual simulations) could facilitate
meaningful online work.
Besides higher-level linguistic and semantic processing and monitoring, online
processing requires a more critical attitude toward the text because of the risks the reader
undertakes of being unknowingly misled into adopting inaccurate or biased information.
Brunner and Tally (1999) propose some key habits of mind (p.36) to help students
successfully approach and process media texts. These key habits include questioning the
represented perspective, the text’s hidden values, the intended audience, the owner of the
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text and those who benefit from it, as well as exploring the used media conventions and
the ways these conventions may steer the interpretation.
In order to teach L2 students to become more efficient in interacting with texts
many researchers have come to the conclusion that explicit teaching of strategies should
be part of reading lessons. However, empirical studies of mental processing online
reading are still rather rare. One of the few studies related to the mental processes of L2
learners during reading was conducted by Anderson (2003). Participants were 247 L2
readers studying English, close to equally divided as studying EFL in Costa Rica and
studying ESL in the United States. Anderson used an adapted online version of Sheorey
and Mokhtari’s Survey of Reading Strategies (2001), consisting of metacognitive reading
strategies in three categories: global reading strategies, such as having a purpose in mind
or thinking about what one knows in order to help understand reading, problem solving
strategies, such as adjusting reading rate or rereading difficult text, and support
strategies, such as taking notes or reading aloud. Participants completed the Online
Survey of Reading Strategies (OSORS) about their online reading strategies while
reading school-related, academic materials in L2. The statistical analysis indicated that
students used a variety of strategies, among which the most used were from the problem
solving category. The researcher found that EFL learners used problem solving strategies
more often than the ESL learners, but he did not find differences among the two groups
in the use of global reading strategies and support reading strategies. An explanation of
the similarity in the results suggested that wide availability of L2 resources trough radio,
television, and especially through the Internet contributed to providing increased
opportunities for input thus enhancing L2 learning processes.
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Uso-Juan and Ruiz-Madrid (2009) conducted a study with fifty university EFL
and ESL students of tourism in Spain who read a research article from an online journal
in English. Half of the participants read the article in a printed format, while the other
half read it online. The researchers measured comprehension through an academic
reading comprehension test and a reading strategy questionnaire to determine students’
strategy use. Statistical analysis revealed that reading comprehension was not
significantly affected by the printed vs. the hypertextual format of the article. Both topdown strategies such as recognizing main ideas, integrating scattered information,
drawing on inference or recognizing text structure, as well as bottom-up strategies such
as scanning for specific details, paraphrasing the original text, looking for key vocabulary
or phrases, or guessing unknown words were used effectively. However, the difference
emerged in the number of strategies used by the two groups: the group who read online
used more strategies than the group who read the printed version. The researchers
explained that the assumed greater difficulty presented by the online hypertextual version
was mitigated by the use of a larger number of strategies, and consequently led to similar
results in content comprehension.
The effects of strategy use on the comprehension was also studied by Huang,
Chern, and Lin (2009) with a group of EFL learners in Taiwan. Thirty applied English
majors divides into a high group and a low group based on their proficiency levels read
four authentic online texts of which two were appropriate to the students’ proficiency
levels, and two were more difficult. The researchers created an online reading program,
based on research findings from L2 reading theories and existing online reading programs
in Taiwan. Results from statistical data analysis showed that the use of support strategies,
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such as use of online dictionaries and translators, highlighting, and note taking dominated
above all other strategy types, but did not necessarily predict success in comprehension
scores. Comprehension was mainly facilitated by the use of global strategies, especially
for the lower proficiency participants, but was of primary importance for the higher
proficiency group as well. These strategies included having a purpose in mind,
previewing the text, checking how text content fits its purpose, noting text characteristics
like length and organization, and predicting or guessing the text’s meaning.
The cited empirical research studies resulted in converging findings. Purposeful
instruction on strategy use was found to bring higher comprehension results, and use of
different categories of strategies tends to fit respective learners’ profiles. Most of the
research in mental processing during online reading has been done through the use of
quantitative methods of inquiry. By conducting a qualitative study, part of which
examines these processes, I hope to contribute to the fuller understanding of learners’
approach to cognitive tasks that could lead to more meaningful and engaging instruction.
Bilingualism and cognition. Another aspect related to this study is the student
participants’ level of foreign language proficiency. At the time of the data collection,
participants had achieved at least an intermediate-high level of reading proficiency in
French, and others were at the advanced-plus level (ACTFL Proficiency Guidelines,
1983, 1999). Such levels of language skills brought them closer to being bilingual and
biliterate. Numerous research studies (Bialistok, 1988, 1999, 2002, 2005; 2007;
Cummins, 1973, 1993; Hakuta, 1986; Kormi-Nouri, Moniri, S & Nilsson, 2003) have
explored the relationships between bilingualism and learning. These relationships are not
simple. Besides the common trait of possessing the ability to effectively communicate in
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two languages, bilinguals differ in their language competence influenced by their age,
social and cultural environment, and individual cognitive characteristics such as phonetic
awareness or literacy acquisition (Bialystok, 2007). Often, studies have reported an
observed superiority of bilinguals on tests of general reasoning or concept formation
(Cummins, 1973).
James Cummins (1973) investigated the way in which bilingualism affects
cognition. He distinguished linguistic and non-linguistic ways. According to him
bilingualism affects cognition as a direct result of the existing access to two verbal codes
(the linguistic way) and as an indirect result of the access to byproducts of the access to
two verbal codes such as amounts of social interaction (non-linguistic way). Cummins
argued that both have merits although the linguistic way is more largely considered in
education.
Abbott, Caccavale and Stewart (2007) insisted that in order to improve the
cognitive achievements of all students it is critical that foreign language instruction be
available throughout their k-12 academic experience so students can achieve functional
levels of bilingualism. According to them, the earlier students start using a foreign
language, the earlier they start developing their critical thinking skills, creativity and
flexibility. They made a connection between foreign language study and increased
mathematical skill development; they supported early beginning of foreign language
instruction, and encouraged learning of a third language.
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Motivation in L2 Reading and Learning
As previously mentioned while reviewing the literature related to extensive
reading, metacognition and language learning strategies, and the lifespan developmental
reading model, motivation emerged as the most important factor contributing to language
learning and developing of reading competence (Alexander, 2005; Nishino, 2007;
Oxford, 1989; Oxford & Nyikos, 1989, Oxford & Shearin, 1994). Motivation is a
multifaceted construct that has behavioral, cognitive and affective components. It also
has cultural and educational components when applied to language learning situations
(Gardner, 2010). Gardner (2010) distinguishes language learning motivation and
language classroom motivation, the former applying to the intrinsic desire to learn the
language and integrate with the community where it is spoken, and the latter referring to
the attitude toward the class environment, the course, and the teacher. According to
Gardner’s socio-educational model, motivation and ability are the two basic elements of
second language acquisition. Motivation is affected by the cultural setting and the
educational context, and it manifests itself in both formal and informal contexts where
outcomes of languages acquisition and use may be either linguistic or non-linguistic
(Gardner, 2010).
Along with advanced French language reading skills, considerable historical
content knowledge, and possession of critical literacy skills, students in this study
exhibited different levels of motivation to perform the continuous task of looking for
authentic information in French language related to the topics they study in the History of
the Americas course. Motivation was driving their willingness to overcome the
unfamiliar uneasiness coming from reading differently about history, a subject, for which
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they had already established their studying habits, and the need to do the reading in a
language which they had not mastered to a superior level and which they were not able to
process easily and completely.
Self-efficacy and attributions. Self-efficacy is a construct related to learners’
belief about their own academic capabilities (Bandura, 1997). These individuals’ beliefs
are concerned with their choices, efforts, and persistence. Bandura (1993), whose social
cognitive theory became the basis for exploring self-efficacy, thought that it plays an
essential role in the self-regulation of motivation, and that most human motivation is
cognitively generated. He distinguished three different kinds of cognitive motivators in
which self-efficacy operates: casual attributions, (for example, when people attribute
insufficient effort to some of their failures if they perceive themselves as highly
efficacious); outcome expectations (for example, when self-beliefs of low capabilities
cause people not to pursue attractive options), and cognized goals (when people create
incentives for themselves in the process of looking for satisfaction from the achievement
of a goal).
Tolli and Schmidt (2008) conducted a study on casual attributions, feedback, and
self-efficacy in the process of work motivation. The researchers focused on the extent to
which attributions influenced goal revisions following success or failure by
experimentally manipulating goal revision through feedback. 198 undergraduate students
participated in a computerized anagram task in which words had to be formed from
scrambled letters. While each anagram had multiple solutions, participants were told that
that possible solutions were between none and more than one, and they had to discover as
many solutions as they can. After each submission, participants were informed whether it
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was correct, and they could either stop or continue to seek more solutions. Finding 50%
of possible solutions was presented to participants as acceptable performance, indicating
that a percentage below this number would be regarded as negative, and above it would
be regarded as positive. Before participants started, the researchers conducted an
assessment of personal goals. After completing the first half of the anagrams, feedback in
terms of percentages was provided and casual attributions were assessed through the
second assessment of personal goals. Attributions, personal goals, and goal revisions
were measured and analyzed through quantitative methods and compared for the portions
of time spent on working on the tasks. The findings of the study confirmed the hypothesis
that performance feedback and attributions interactively influenced self-efficacy, which
in turn influenced goal revision, and suggested that interventions targeting attributions,
and self-efficacy may have meaningful influences on goal setting, particularly following
feedback.
Self-efficacy has attracted a lot of attention in general education psychology but
not sufficient attention in foreign language learning (Graham, 2006). In a study of
students’ metacognitive beliefs about foreign language study and their impact on learning
Graham (2006) investigated students of French in England at the age of 16 to 18. A total
of 10 participants with very similar level of achievement in French were divided into two
groups one of which showing low level of self-efficacy beliefs regarding possible future
success. She focused on participants’ self-efficacy beliefs about language learning,
instrumentality or choice of learning strategies, and purpose or learners’ “ability to value
success in the subject” (p.297). The 10 participants were in their last year of compulsory
schooling. Those at the intermediate level had been studying French for about six years
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and those at the advanced level for seven to eight years. Their weekly load of French
classes would be from two to five hours depending on the level of achievement and the
exam toward which they were preparing. Graham found that the students from the low
self-efficacy group cited their low ability as the main factor for their lack of success.
They did not cite poor strategy use suggesting that they might not have accepted personal
responsibility for their lack of success but might have been inclined to attribute it to
conditions out of their control. The group with high self-efficacy beliefs showed
awareness that ineffective use of strategies impedes success. These students were
cognizant of the connection between their own actions and the learning outcomes.
Among the factors influencing the development of these beliefs, Graham found mastery
experiences where success was not easy and approval from others was essential.
Regarding beliefs about the role of effort and ability in language learning, none of the
participants thought that ability alone could lead to success, but all were convinced that
efforts played an important role even for the most gifted. The findings suggested that
learners’ metacognitive knowledge plays a significant role in maintaining the motivation
to learn and in choosing and using effective learning strategies.
Empirical studies on motivation. Many motivation theories have been created
during the last five decades, and many of them have been directly geared toward
explaining processes related to language learning and performance in L2. Gardner and
Lambert (1972), Gardner (1985), Dörnyei and Csizer (2002) focused on the integrative
aspect of motivation. While for Gardner integrativeness was related to a more
psychological and emotional identification with the L2 community, for Dörnyei it was
related more to identification within the individual’s self-concept. Other motivation
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theories focused on the motivational orientation and self-determination (Deci & Ryan,
1985), L2 motivation and attribution (Williams & Burden, 1997), goals (Tremblay &
Gardner, 1995), neurobiology of L2 motivation (Schumann, 1998). Most theories
considered a more situated origination of L2 motivation such as willingness to
communicate, task motivation, and learning strategy use, while the dynamic character of
motivation with its variations over time was insufficiently explored (Dörnyei, 2003).
Setsuko Mori (2002) explored motivation in the context of extensive reading in a
foreign language. Mori used quantitative methods of inquiry and explored Japanese
university students’ motivation to read in English language. The study involved 447
students at a women’s university in Japan and was designed to fit an English-as-a
Foreign-Language context. Mori used the model of Wigfield and Guthrie (1995) dividing
reading motivation in L1 into three categories: competence and reading efficacy,
achievement values and goals, and social aspects of reading. She hypothesized that
motivation to communicate may be different from motivation to read, and therefore
motivation to read in L2 would also be a multidimensional construct but independent of
general motivational constructs. She set as her goal to identify its sub-components.
Participants in the study completed a survey based on the above mentioned model of
Wigfield and Guthrie (1995), but adjusted for the age differences and L1 reading in the
previous studies, and the college level students reading in L2 in the present study. The
statistical analysis of the results from the survey suggested that motivation of Japanese
women participants in the study could be clustered around four factors: intrinsic value of
reading, extrinsic value of reading, importance of reading, and reading efficacy. The
findings did not support the hypothesis that motivation to read in EFL would be
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independent of general motivational constructs; to the contrary they suggested that L2
reading motivation functions in ways that are very similar to more general forms of
motivation.
Shroff, Vogel, and Coombes (2002) explored motivation in the context of
technology supported learning environments with the goal to find out what individuallevel factors support intrinsic motivation in online discussions. For their case study, the
researchers adopted self-determination theory (Deci & Ryan, 1985) as the study’s
theoretical framework. Through use of Blackboard, undergraduate students in Business
Administration held online discussions pertaining to a specific course that were seen as
having the potential to influence a wide range of factors related to intrinsic motivation.
During the study students were divided into groups to collaboratively explore one topic,
and later present its pros and cons to the class. Participants’ online discussions and
additional interviews represented the data sources. In order to explore and measure
constructs such as competence, self-determination and relatedness, the authors developed
additional constructs such as perceived competence, perceived challenge, feedback,
perceived choice, perceived interest, and curiosity. They found online discussions to be
positively related to higher levels of individual perceived competence, generally leading
to more constructive feedback and more positive perception of an individual’s interest
and curiosity. This study contributed to the understanding that learners could actively
participate in their own knowledge acquisition; provide insights into ways for creating
more efficient educational programs that would lead to higher educational performance
and building of lifelong learning habits.
Many studies have explored language-learning motivation (Allen, 2010; Dörnyei
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& Cscizer, 2002, 2005; Hernandez, 2006; Matthews, 2008; Williams, Burden, & Lanvers,
2002). In her study of language-learning motivation during short-term study abroad
programs, Allen (2010) followed six intermediate-level students of French in the city of
Nantes, France. She wanted to know what motives drove participants’ language learning
and choice to study abroad, what goals participants had initially and how they were
afforded or constrained during the program, and whether participation in the program
enhanced in some way the participants’ language-learning motivation to persist in the
foreign language learning. The study was theoretically informed by activity theory, and
used as data sources questionnaires, interviews, and blogs before, during, and after the
program. Participants lived with French host families and took courses together since the
program was organized by their home university and was managed by an American
provider. The researcher found that participants with more linguistically oriented motives
for participating in the program found it a key factor for achieving linguistic goals.
Participants with more pragmatically oriented motives did not mention plans to use
French in the future and their goals were related to obtaining a qualification in their
diploma that would help them in their future careers. The researcher noticed that as
participants’ goals changed throughout the period of the study, those with primary
motivation that was not linguistic remained unfocused to a large extent. Interactions with
American group members and French host families were seen differently: the
linguistically oriented ones sought more independent interaction in the language with the
native speakers and saw their host families as an affordance for learning, while the
pragmatically-oriented ones did not take the initiative to actively communicate, they
expressed dissatisfaction with the fact that their host families were busy and did not
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spend time with them. Ultimately they communicated a general desire to continue to
travel in other countries and explore other cultures. The linguistically oriented
participants shared a growing motivation to become proficient; they subsequently took
more courses of French and made the language part of their lives and professions.
In 2002, Dörnyei and Csizer conducted a study in which the focus was on the
integrative aspect of motivation. In another one from 2005, they explored the structure of
motivation and its relationship with language choice and learning effort. Based on these
studies, they proposed a theoretical model concerning the internal structure of the L2
motivation complex and its impact on motivated behavior. For the 2005 study they
generalized seven components of L2 motivation: integrativeness, instrumentality, vitality
of the L2 community, attitudes toward the L2 speakers and community, cultural interest,
linguistic self-confidence, and milieu. 4,765 Hungarian teenagers at the age of 13-14 years
were surveyed in 1999 as a follow up survey from 1993, and which represented 93% of
the previously surveyed population. The participants were not the same but were
deliberately chosen from the most stable group in terms of curriculum and organizational
framework within the Hungarian educational system. The researchers described their
study as a “trend study” that can inform about changes over time. The main variables in
the questionnaire were as follows: 1) items concerning the five target languages: English,
German, French, Italian, and Russian; 2) items concerning the six language communities,
the English language being represented by the British and the American communities; 3)
non language specific items, and 4) background questions. After the statistical analysis of
the data the researchers found that integrativeness was the most important factor among
all included in the study. Integrativeness is a key component in Gardner and Lambert’s
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(1972; Gardner, 1985) conceptualization of L2 motivation, reflecting a positive attitude
toward the L2 and its culture and a desire to integrate in it. Instrumentality was found to
be directly related to integrativeness, as well as attitudes towards L2 speakers. Those were
the main variables determining language choice and effort to study it.
In a study of motivation in second language acquisition Masgoret and Gardner
(2003) looked for correlations between various aspects of second language achievement
and five attitudinal and motivational characteristics: integrativeness, attitudes toward the
learning situation, motivation, integrative orientation, and instrumental orientation.
Integrativeness referred to the openness of an individual to identify with another language
community; attitudes toward the learning situation referred to anything related to the
context where the language is spoken; and motivation was linked to a goal-related
behavior. Integrative motivation represented the complex of these three components, and
integrative orientation to language study represented the “reasons for learning a second
language that emphasize the notion of identification with the community.” (p.129)
Gardner’s socioeducational model (Gardner, 2000) proposed two groups of attitudes:
integrativeness and attitudes toward learning situations. These two groups of attitudes
support the individual’s motivation for learning a second language. The third component,
motivation, plays an important role in achievement in second language learning. The
researchers worked with 75 samples involving more than 10,000 English speakers
learning French as a second language in Canada and used the Attitude/Motivation Test
Battery as well as self-ratings, grades, and objective tests. They conducted a metaanalysis involving research conducted by Gardner, needed to have at least one measure of
the elements included in the study, and used independent samples with no correlations.
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They also searched for other variables that might influence the motivation in learning a
second language. The researchers hypothesized: 1) that the relationship between L2
achievement and measurements of attitudes, motivation, and orientations are consistently
positive, 2) that this relationship will be stringer in second language than in foreign
language environments, 3) this relationship varies as a function of students’ educational
level (elementary/secondary/university levels). The findings revealed 1) a strong
correlation between levels of second language acquisition and attitude and motivation; 2)
the influence of language and cultural context moderated the relationship between
achievement and attitude and motivation, and 3) there was not sufficient evidence to
support correlations between language learning and age.
According to Tharp (1989), motivation could be perceived as a trait or as a state.
If perceived as a trait, it will be seen as stable, and teachers may look for explanations for
the low student interest and achievement in the home culture and environment without
feeling able to change anything. If motivation is perceived as a state, it will be seen as a
temporary condition that could be influenced by the use of interesting materials and
activities, and teachers may attempt to modify their instruction to make it more
interesting and engaging.

Critical Literacy and Critical Thinking
In the process of integrating History and French language curricula, the two main
purposes of deepening historical content knowledge and increasing French language
proficiency were supplemented by other factors that took part in shaping of the outcomes.
Some of those additional factors included the degree to which students were ready to
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identify the author’s subjectivity imbedded in the texts, their own subjective role in the
interpretation of those texts, and the impact of those texts on the larger social groups such
as their classmates, or students in general, or the larger society in this or another city,
region, or country. Generally, content cannot be objective on its own because its
presentation is shaped by the author who carries the task of describing it. When reading
texts in another way students sometimes do not have the ability to recognize the author’s
subjectivity, they accept the information as true, they build their attitudes based on
judgments made by others, they adopt and apply those same judgments as their own, thus
perpetuating the judgments of those who had the power to express and impose ideas in
the first place. If students can identify the points of view of those who participate in the
creation as well as in the interpretation of the text, they become critical interpreters who
are members of a society seeking social understanding and justice rather than maintaining
the status quo.
Developing critical literacy is a field in pedagogy that started with the Frankfurt
School in Germany after the Second World War. Theorists from the Frankfurt School
were critical toward positivism, and developed a critical approach to social theory. They
used fundamental Marxist theory and critique of modern industrial society as the basis for
their theory, but insisted on looking at modern society from a social point of view instead
of economic. Critical social theory is concerned with issues of power that lead to
exploitation and oppression of different social groups, and with the creation of an
alternative society characterized by social justice (Kellner, 1989). Critical social theory
has greatly influenced critical theories of literacy in the sense that texts are seen as
representations of ideological assumptions. Authors are representative of the social
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groups to which they belong, to their respective ideologies related to possession of
knowledge, power, status, and material resources (Cervetti, Pardales, & Damico, 2001).
As such, they have to be analyzed through questions about the authorship of the text and
the interests served by its writing. Another question is who made the selection of the text
to be read and whose interests that selection serves. Not less important questions for
analysis address the ways in which readers become persuaded to follow ideologies that
do not necessarily correspond to their realities, and the ways in which readers could
reconstruct the texts in alternative ways.
A very important figure that shaped critical literacy is Paulo Freire who rebelled
against the economic exploitation of socially oppressed groups in Brazil. His pedagogic
work was directed toward developing literacy skills among those groups not just in the
sense of teaching them to read and write, but most importantly teaching them to analyze
the language by deconstructing the meaning of words. He rejected the traditional view of
literacy as involving reproduction of the views of the dominant class or culture, and
proposed an alternative literacy dealing with the learners’ problems and worldviews by
“naming”, “renaming”, and “problematizing” the world. Through engagement in a
dialogue with the students about the specific situations in which these words are used, he
involved students in dialogic critical interrogations of the world (Cervetti, Pardales, &
Damico, 2001; Freire, 1970, 1985, Luke & Woods, 2008;). What was of special
importance for Freire was the teacher’s choice of generative themes that would allow for
expansion of the critical dialogue and that would lead to realization in the students’ minds
of their own place in the social system. Freire (1970) distinguished two stages in the
pedagogy of the oppressed. The first stage of realization and commitment to change
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consists of three levels: one, when people accept their oppression; a second, when they
start reflecting on their oppression instead of just complying with their status; and a third,
when they start uniting, resisting, and fighting their oppression. Once people have gone
through the first stage, and over time their oppressive reality has been transformed, the
second stage of pedagogy of the oppressed is characterized by active participation for the
benefit of all members of the society.
Poststructuralism has marked a more recent influence on critical literacy theory,
and particularly its assumption that texts in all their forms cannot possess any
autonomous meanings, but rather provide the ground for readers to infuse them with
meaning created within specific social contexts (Derida, 1989; Foucault, 1971, 1977).
Derida (1989) argued that text is created through the interaction of difference, and
challenged the traditional notion of literacy education. He called for new approaches to
text analysis and critique. Foucault (1971, 1977) explored linguistic categorization,
taxonomies, and hierarchies as ways to build and shape versions of social and material
reality. Since textual meaning cannot exist by itself, truth or validity cannot be
determined outside of discursive systems that regulate what it means to know in a
particular setting (Cervetti, Pardales, & Damico, 2001). Different social groups subscribe
to different ways of seeing and interpreting the reality that surrounds them. Such groups
could be determined politically, or professionally, or else. Preferences toward positivistic
explanations of events and phenomena can be indicative of ideological adherence, for
example, in American society scientific explanation is often considered superior because
the social discourse of science is powerful and pervasive. Texts represent ideological
constructions rooted in the discursive systems of societies.
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The context of political, economic, and cultural globalization in which we live at
the beginning of 21 century is also characterized by new technologies that change our
traditional ways of viewing communities, localities and realities (Kress, 2003; Morgan &
Ramanathan, 2005). Critical literacy has adopted additional forms of literacy in the
process of reconceptualizing its underpinnings. Digital literacies, or multiliteracies are
relatively new terms that respond to a changing reality, and refer to digital and
information systems that do not necessarily use print but also images, sounds, spaces and
their integrated forms. Morgan and Ramanathan (2005) determine as the primary unit of
analysis the “subject-in-discourse”, a conceptual unity illuminated through the lens of
various postmodern theories (p.153). Critical race theory, feminist poststructuralism,
postmodern cultural theory, or postcolonialism are just some examples of possible lenses
through which meaning could be generated.
Luke and Woods (2009) summarize the foundational tenets of critical literacy
models as follows:
(1) a focus on ideology critique and cultural analysis as a key element of
education against cultural domination and marginalization; (2) a
commitment to the inclusion of working-class, cultural, and linguistic
minorities, indigenous learners, girls and women marginalized and
disenfranchised by schooling; and (3) an engagement with the significance
of text, ideology, and discourse in social and material relations and
everyday cultural and political life. (p. 11)
This definition means working with learners in ways that use language to identify
and name everyday forms of ideological embodiments of social, class, gender, and race
relations and to question them through dialogue, reading, and writing. By being actively
engaged and by taking ownership of their ideas learners stop being just learners; they take
the roles of teachers as well.
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Critical literacy analyzes interactions with texts during which issues of power are
closely examined (Cervetti, Pardales, & Damico, 2001; Freire, 1970; Luke, Luke &
Graham, 2007). Cervetti, Pardales, and Damico (2001) affirm that knowledge cannot be
neutral or natural, and different communities interpret textual meaning and construct
knowledge in different ways depending on their historical and cultural contexts. The
authors insist that students should critically evaluate the texts with which they interact by
examining the author‘s motives, the characters, events, and represented points of view, as
well as students‘ own reactions to them.
Using a second language in the process of developing critical literacy emerged in
the United States in the early 1980s although the American tradition in this area started
with Dewey’s ideas for activity-based curriculum and advocacy for schools whose central
role would be the improvement of society (Crookes, 2009). According to Crookes (2009)
critical foreign language teaching in the English-speaking countries has been
insufficiently implemented and reported despite the existing development of the ideas by
Crawford (1978; Crawford-Lange 1981, 1982, as cited in Crookes, 2009). There are more
recent advocates of foreign language (FL) critical literacy (Osborn 2000; Reagan &
Osborn, 1998, 2002 as cited in Crookes, 2009) but insufficient actual reports (Crookes,
2009). Some of these reports come from the area of teaching Japanese as a foreign
language. Crookes (2009) cites reports and discussions by Kubota (1996), Siegel and
Okamoto, (2003), Kumagai (2007) that have focused on the effects of power in FL
learning. Crookes (2009) also acknowledges that FL learning and FL teaching have
established an overlapping area of interest in the effects of globalization and issues of
identity.
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Unlike FL, in the field of English as a foreign language (EFL) there have been
many studies of implementation and initiatives. Crookes (2009) mentions Lin and Luk
(2002) from Hong-Kong, Kramer-Dahl (2001) from Singapore, Ghahremani-Ghajar and
Mirhosseini (2005) from Iran, and Fredricks (2007) from Tajikistan. He also suggests that
a high level of diversity characterizes the second language critical pedagogies: feminist
approaches, identity theory addressing race and gender. He mentions the particular
emphasis on peace, environmental issues, and global education.
In the context of global education, an empirical study conducted by Brumfit,
Myles, Mitchell, Johnston, and Ford (2005) language was viewed as both an instrument
and a discipline having a continuing educational value. Foreign language students were
assumed to be developing transferable competences, and, particularly, a critical approach
to the world. The participants were foreign language college student in the United
Kingdom who described their experiences in interacting with authentic foreign language
texts or the foreign language culture during periods of study abroad. Their interviews
showed their awareness of the need to develop their language skills and also that the
content of what they were saying was increasingly important. Teachers’ efforts were
directed towards encouraging learners to be both self-critical and analytical, and to
critically analyze each other’s work. Learner autonomy, self-reflection, and personal
cross-cultural experiences were additional areas of emphasis perceived to contribute to
the development of criticality as an important transferable competence.
This study relates to discussed issues of critical literacy through its attempt to
expose students to other points of view on historical events in the Americas that have
been interpreted in established ways and included in secondary level textbooks. This

74
exposure however was not imposed on the students: they had the choice of selecting
those texts that they find relevant. With the additional task of looking for differences,
disagreements, or discrepancies students had a springboard for developing a critical lens
in two directions: the perspectives of the foreign language culture and the perspectives of
their own culture. By finding and analyzing similarities they continued their critical
interrogation of the world, and explored ideological issues beyond culture that are
concerned with socio-political oppression. Students had to distance themselves from the
knowledge they already had, to find new elements of social representations and ideology
in the authentic French text, and to make sense of the entire body of information they had
accumulated. Sometimes this information was surprising or even controversial, having in
mind that historical events tend to be described and analyzed by authors subscribing to a
philosophical approach specific for given cultures, social classes, or time periods.

Lifelong Learning Dispositions and Habits
The general purpose of formal education with all the variety of subjects, goals,
and tasks, could ultimately be synthesized as teaching not only specific content
knowledge to students, but more importantly teaching them ways to access, process, and
generate knowledge so that they would be able to continue to develop and apply their
capacities on their own outside of a formal educational setting and in relation to anything
relevant to their lives. Such autonomous interactions with life go on while students are
enrolled in and attending educational institutions, and it continues long after they have
terminated their formal education. Their learning how to deal with life issues does not
stop with graduating from school, therefore what matters as a result from their schooling
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can be defined in terms of learning competences, dispositions, and habits that would last
long after the last school bell or graduation ceremony, and hopefully for life.
The notion of habits was philosophically examined in detail by John Dewey
(1922, 1938). He characterized habits as socially shaped dispositions to particular forms
or modes of response to the environment (1922). While acknowledging that individual
persons may have individual habits, he considered as most important those habits that are
shared by the social group to which the individual belongs. Dewey distinguished habits at
the unconscious level that do not require decision-making actions, are inflexible in
regards to the environment, and practically possess that person who does not exercise any
choice in his or her actions (Dewey, 1922). In contrast, conscious and deliberately chosen
actions that are repeatedly performed have motivational impact on the experience in the
moment of performing the action, are flexible and adapt to the circumstances, and
consequentially shape the person’s capabilities in the long run (Dewey, 1938). Such
habits are in a recurring dynamic interaction with the person’s thoughts and emotions.
When emotions are engaged but existing habits are not sufficient to accomplish a task,
the cognitive capacities come into play. Subsequent reflection of the challenges of the
experience and the ways to overcome them provides a level of understanding the process
and readiness to engage in similar activities in the future. The multiple repetitions of this
cycle generate a wide range of new habits.
Dewey thought that prevailing ideologies represent current customs as
unchangeable, and the established power of those representations impedes any efforts for
social change. He saw the role of education as providing the youth, whose activities have
not yet been channeled into rigid habits, with the experience of educational activities that
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would build habits of independent thought, critical inquiry, observation, experimentation,
anticipation, and imagination. Educational activities, in order to be meaningful, should
have long-term effects without undermining the challenging and rewarding effect in the
moment when they are performed. By instituting such forms of education, he saw as
possible the building of flexible habits that incorporate intelligence and are responsive to
change (1922).
To my knowledge, nowhere in his works did Dewey particularly focus on foreign
language studies as school subjects, but his views about the education in general
completely respond to the purposes of teaching foreign language. Acquiring language
competences at a certain level while in school presupposes further use of these
competences at least at a level close to the one acquired in school. If school experiences
in achieving challenging tasks are emotionally loaded with satisfaction and reward, if
those experiences are frequently recurring and subsequent reflections on the gains from
these experiences are a norm while in the school setting, the long-lasting effect of
activities done in the specific moment will more likely lead to forming habits of using the
foreign language in circumstances similar to the ones evoked in class.
Empirical studies in the domain of lifelong learning skills and habits of using a
second language have been conducted primarily in relation to post-secondary programs
(Gorsuch, 2009; Rivera & Matsuzawa, 2007; Rubin, Katznelson & Perpignan, 2004).
Gorsuch (2009) investigated L2 learner self-efficacy in relation to their expectancy to use
L2 in the future. She collected data through an online questionnaire for undergraduate
students who were in their fourth semester of required language study. Her findings
revealed: 1) that students equated their confidence to perform specific types of language
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use in the future with their confidence to perform specific classroom tasks, and 2) that
students saw their confidence in affective terms (motivation, anxiety, satisfaction) and in
cognitive terms (content and performance achievements) as the same. Although she
admitted that such a fusion in students’ understanding of their confidence may have been
due to inadequate wording of items in the questionnaire, she drew the conclusion that
“there is an important interplay between emotions and cognition” (p.532) that must be
better understood and more adequately addresses in second language programs. She also
concluded that for the purposes of teaching lifelong learning habits teachers should focus
their efforts on reduction of student anxiety through providing different opportunities for
practice in clearly defined tasks and for reflection on the learning outcomes. Gorsuch’s
findings and conclusions concur with Dewey’s views about the ways to achieve longterm effects through meaningful and challenging but rewarding classroom tasks.
Rivera and Mitsuzawa (2007) conducted a second language program evaluation
study that included programs in seven languages: Arabic, Chinese, French, German,
Japanese, Russian, and Spanish. Initially, they did not focus specifically on lifelong
learning; they used open-ended questionnaires to investigate learning outcomes in the
four skills: listening, speaking, reading, and writing. Besides the information related to
the four skills in the classroom, they gathered data about learners’ applications of L2
outside of the classroom, and among other findings, they came to the conclusion that
promotion of lifelong learning in the second language was an important part of
successfully functioning programs that requires focused efforts.
In a case study, Rubin, Katznelson, and Perpignan (2004) analyzed the potential
of college writing courses in English as a Foreign Language in a college in Israel to

78
develop students’ confidence in their language abilities, to gain awareness of their
strengths and weaknesses as individuals, and to instill desire for lifelong selfimprovement. Besides gaining knowledge in the foreign language, student participants
were experiencing different levels of anxiety that impacted both their self-confidence and
their level of performance on the written assignments. In all the cases, the analysis of the
results showed a change in students’ performance as a result of gaining knowledge
through the course of instruction. For some of the participants gaining knowledge
resulted in decrease of initial high self-confidence after the participant realized his lack of
sufficient knowledge. This study illustrates once again the interdependence between
emotions, cognitive capacities, and habits (Dewey, 1938). Gaining knowledge about
writing in English as L2 emotionally affected students, and this effect was not necessarily
positive in terms of their confidence. It caused disruptions in their habits of performing in
the language. However, due to the flexibility of their habits, I speculate that they could be
adjusted over time through meaningful repetitions such as writing tasks on different
topics but providing similar levels of complexity and requiring similar levels of
engagement. If repetition of feelings of reward could be achieved through repetition of
tasks, following Dewey’s philosophy, habits of performing similar activities outside of
the classroom may emerge.
As a result of the review of literature related to the field of my study, I came to
the conclusion that there is a need of research in the areas of curriculum integration and
development of critical literacy through the means of foreign language, especially in the
primary and secondary levels. The existing body of literature must expand and ways must
be sought to provide not only teachers, but also policymakers with access to it. This
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study, exploring the ways in which interaction with self-selected texts shapes students’
knowledge and confidence in using the French language, represents a humble
contribution to filling the gap in curriculum integration leading to higher foreign
language requirements in high school and promotion of early foreign language programs
in the United States. Given the scarcity of studies focusing on the use of foreign language
for learning in other content areas and for development of life-long learning skills and
habits especially at the secondary level, this study attempts to provide some insights into
the students’ readiness to perform integration tasks and gradually adopt independent
approaches to learning.
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CHAPTER 3
RESEARCH DESIGN AND METHODOLOGY
A person able to use more than one language is normally a person with more than
one perspective on the world because any language is closely connected to layers of
cultures (Nunan & Choi, 2010; Risager, 2006). In my observations, even if that person is
not acutely aware of existing cultural differences, usually he or she can subconsciously
recognize culturally appropriate behaviors and interpretations. I view mastering of French
as a foreign language by American high school students as a way of developing different
thinking about meaning and interpreting events, situations, and phenomena through the
lens of linguistic expression and cultural perspective. I also see French as a foreign
language as an additional tool for students as they construct their personal knowledge.
My interest in conducting this qualitative study was driven by the desire to find out the
relationship between students’ reading skills in French as a foreign language, their
motivation to read authentic French language texts, and their understanding of academic
content specific to the History of the Americas course. I explored these relationships
through the following research questions:
1. How do students internalize the task of self-selected online reading in L2 for
content understanding pertaining to their History of the Americas course?
2. What processes and skills do students evidence and draw upon to locate and
read for information in L2?
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3. What are the implications for building a theory of student motivations for
extensive reading in L2 beyond the classroom context?

Methodological Orientation
From a constructivist/interpretivist epistemological standpoint, there is no
objective knowledge independent of thinking (Boyles, 2006; Grbich, 2007). Reality is
something that exists in the person’s mind, and it is socially characterized. An important
presumption is the existence of multiple realities, each one of which is the product of the
person who experiences the surrounding world. In the context of a research study, this
reality is constructed through interaction between the researcher and the researched
people or phenomena (Grbich, 2007, Merriam, 1998).
Since I was concentrating on students’ understanding of academic historical
content, I found it important to acknowledge the subjectivity of connections that students
would be making with their prior knowledge and with their individual contexts of goals
and motives. I selected phenomenology (Husserl, 1999) as a methodological approach
because it would allow me to look into students’ individual perceptions of the ways their
personal knowledge was constructed and their personal motivation to explore and learn
was established. I expected to be able to sort through the variety of ways my students
understand historical events, and I to attend to the individual students as they went
through their unique experiences.
Phenomenology is both a philosophy and a method of inquiry. Following a
philosophical tradition about subjective reality and subjective sources of knowing reality,
phenomenology is rooted in the transcendental philosophical ideas of Edmund Husserl
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(1999) that emphasize subjectivity and discovery of the essences of experience. Husserl
insisted on the structures of consciousness and intentionality in constructing objects, and
on the processes of identification of these structures through processes of
phenomenological reduction, also called bracketing. Bracketing is the suggested way for
researchers to distance themselves from their own experiences in order to gain knowledge
of the experiences of others. The classical form of phenomenology continued into several
types of phenomenology, including existential and hermeneutic phenomenology. Martin
Heidegger (1967) developed ideas of experience by deemphasizing the element of
consciousness and subjectivity, and instead emphasizing the practical form of relating to
objects and phenomena by letting them show themselves. Hermeneutic phenomenology
investigates interpretive structures of experiences of texts both from the perspective of
the person who experiences the texts and from the perspective of the outside researcher
who focuses on the interaction between the texts and their interpreters (Moustakas, 1994;
van Manen, 1990). Existential phenomenology, mainly represented by Jean-Paul Sartre
(1943) and Maurice Merleau-Ponty (1962), insists that consciousness is not a separate
entity but is closely linked to human existence, freedom of action, and choice, as opposed
to the influences of the group and the society.
In the area of research, Interpretive Phenomenological Approach (IPA) is an
approach to analysis that, according to Smith (2004), has the following characteristics: 1)
ideographic because it works with small numbers of people to explore their experiences
in depth; 2) inductive because it uses flexible techniques allowing for unanticipated
themes to emerge; and 3) interrogative because it consistently applies questioning to
reach greater insight. Phenomenologists assume that the essence of an experience can be
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revealed through dialogue and reflection. The idea of subjective reality is continuously
explored through the notion of intentionality of consciousness (Moustakas, 1994, p.59;
Schram, 2006, p.99) meaning that understanding a phenomenon cannot be achieved apart
from understanding people’s experiences related to that phenomenon. Bracketing in some
form is a necessary attitude, meaning that researchers distance themselves from their
experiences, memories, and judgments in order to build understandings of how the
explored phenomenon is experienced by others, and to produce a description that conveys
the essence of that phenomenon.

Research Site
The study took place in the public high school where I work as a full time French
teacher. The facility serves close to 2,400 students, and it is located in a rather small city
within a large metropolitan area in the Southeast. The population in the school district is
ethnically, culturally, and socioeconomically diverse; however 64% of the students
receive free or reduced lunch. The International Baccalaureate (IB) program within the
school is a magnet program that receives students from the whole county. In order to be
admitted in the program, students submit applications containing transcripts and teacher
recommendations, they take a PSAT (Preliminary Scholastic Aptitude Test) admission
exam, and have oral interviews. Students admitted into the program are highly motivated,
and normally express a strong appreciation for rigorous and well-balanced curriculum.
This IB program is highly successful: its graduates’ scores are consistently among the
highest in the nation and considerably above the world average. For the exam session of
May 2011, the world IB diploma pass rate was 78%, the United States pass rate was 67%,
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the state pass rate was 57%, and my school’s IB diploma pass rate was 90%, which was
the lowest since its first graduating class in 2000. 99% of the graduates from the program
continue their post-secondary education immediately upon graduation from high school,
often in highly competitive universities in and outside of the United States. The diversity
created by placing such an ambitious IB program within a school with a predominant low
socioeconomic population contributes positively to the social awareness of all students in
the school. Although IB and non-IB students are not in class together, they socialize in
the halls, in the cafeteria, and as participants of the many sports, clubs, and organizations.
The teaching of French. The International Baccalaureate Organization (IBO),
guiding and coordinating all teacher training, curriculum, and student assessment in
participating programs, requires that every student be proficient in at least one language
besides his or her native language. In the context of my school’s IB program, French is
one of two foreign languages satisfying the IB requirements for hours spent in a
classroom setting and curricular depth. Like in any of the six core subject areas, the
rigorous course work leads to diploma examinations. Course content and depth and
examination content and depth are designed at two possible levels: standard and higher.
The Standard Level (SL) is a performance level that supposes strong lexical,
grammatical, and pragmatic knowledge allowing foreign language learners to initiate and
sustain formal and informal conversations on a variety of topics ranging from ordinary
everyday situations to more abstract personal, social, or artistic areas of life. At the
Higher Level (HL), the demands for linguistic and intellectual investment are
considerably higher in terms of ease of understanding and expression in the language in
challenging texts of various types. At the end of the junior year, all IB Foreign Language
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(French or Spanish) students in our IB program take the diploma exam at the Standard
Level (SL) because they have satisfied the requirements for time and thematic coverage.
This is possible due to the mandatory enrollment in 90-minute block schedule during the
fall and spring of students’ junior year. For the twelve years the IB program has existed
in my school, 100% of the students passed the foreign language IB exam. For the May
2011 session in IB foreign language the world average was 4.67 out of seven, and my
school’s average was 5.38 out of seven (www.ibo.org). The number of students passing
with the minimum score has been very low, while the number of students passing with
the maximum score has been consistently high. Despite the fact that students pass the IB
diploma exam in their junior year, many of them choose to continue with the Higher
Level (HL) course during their senior year. Since students have already taken a Foreign
Language diploma exam at the Standard Level (SL) in the end of their junior year, they
do not have to take the exam at the HL. Many of them choose to take only the course
without taking the exam. The fact that they choose to take the course without being
required is indicative of both their ability and desire to work with material that is
challenging from both a linguistic and a thematic point of view.
The teaching of history. The International Baccalaureate (IB) history curriculum
describes broad topics of study, the emphasis on which is determined by the location of
the particular IB program on the planet. IB teachers have the responsibility to articulate
its details depending on the countries where they function. IB teachers in any subject area
receive special training that prepares them for the task to design the curriculum in a way
that would meet both local and international standards and requirements. In my school’s
IB program, the course sequence in History consists of History of the United States in
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ninth grade, World History in tenth grade, History of the Americas in eleventh grade, and
Twentieth Century History in twelfth grade. An aspect that distinguishes IB Foreign
Language courses and exams from the IB History courses and exams is that all students
prepare for and take the history exam at the Higher Level at the end of twelfth grade. Our
IB program does not offer a Standard Level option in history. Similarly to the scores in
IB Foreign Language, my school’s scores in IB history have been consistently above the
state, national, and world IB average (www.ibo.org). For the May 2011 session in the IB
category Individuals and Societies, where the subject of history falls, the world average
was 4.11 out of seven, and my school’s average was 4.94 out of seven. The teaching of
history within the IB program has been rigorous, but also allows students to explore
additional sources of information and points of view in an effort to prepare wellinformed, open-minded citizens of the world.
For the purpose of clarifying the context of the study, it is important to mention
that although all participants and key informants in the study had me as their French
teacher either for a second or a third semester, they had two different history teachers.
These teachers had seemingly different teaching styles, which might be partially
explained by the difference in their age, education, and teaching experience (Table 1).
Their classrooms were located rather far from one another and the teachers did not
collaborate closely. The teachers were trying to follow the same pacing of the material
but they often found themselves being ahead or behind one another. Some of their
assessments were common; others were not.
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Table 1
History Teachers’ Characteristics
History
Teachers

Gender
& Age

Ethnic Background
& Education

Teaching Background

T1

Male – 50

Caucasian American
PhD

History – 29 yrs
IB History – 14 yrs

T2

Male – 40

Caucasian American
BA

History – 9 yrs
IB History – 1 yr

Participants and Key Informants
The participants in the study were the students in my junior IB French semester V
class. They were divided between the aforementioned two teachers teaching the IB
History of the Americas course. The teachers had in their classes the same students whom
I had in my French class along with other students who took Spanish as an IB Foreign
Language. One of these teachers (T1) taught five out of the 14 students in my French
class; the other (T2) taught nine. My choice of participants was purposeful (Miles &
Huberman, 1994; Schram, 2006), as it provided me with easy, natural access to a group
of students meeting the necessity of the study for at least Intermediate-Mid French
language proficiency and overall high academic achievement. At the Intermediate-Mid
level of proficiency, learners can handle successfully a variety of uncomplicated
communicative tasks; they are able to express personal meaning by creating with the
language although their speech may contain pauses, reformulations, and self-corrections.
Because of existing inaccuracies misunderstandings may occur, but sympathetic
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interlocutors accustomed with dealing with non-native speakers can usually understand
the message (ACTFL Guidelines, 1999).
The size of the French class was normally around 20 students. However, this
academic year due to the decreasing enrollment in French as opposed to Spanish, there
were 14 students in the class. They were enrolled in French semester four in the fall, and
they automatically continued with semester five in the spring. I was their teacher for both
semesters. Their French language productive skills ranged from Intermediate-Mid to
Advanced level, according to the American Council on the Teaching of Foreign
Languages (ACTFL) levels of proficiency (ACTFL Guidelines, 1999); I had measured
them throughout semesters four and five through interactive oral assessments, reading
comprehension, and writing assessments. For the twelve years during which I had been
teaching in the IB program, I had come to the conclusion that, although the ACTFL
guidelines for measuring proficiency and the IB assessment design had been developed
independently from one another, they appeared to be compatible because they were based
on a commonly shared philosophy of assessment authenticity and used similar holistic
scoring aspects.
Prior to the beginning of the study, all students received an Assent Form, their
parents received a Parent Consent Form, and each student had the option of refusing to
become a participant. Any student who would have opted not to participate would still
have done the activities planned for the period of data collection, since these activities
were part of the class activities. The difference for those who would have opted out of the
study would have consisted of not collecting data from them: I would have not used their
learning journals, nor would I have interviewed them. No student opted out of the study.
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Although data were collected from all 14 participants, in the process of data
analysis, only four key informants were selected as most representative of the group.
Additional information on the section is provided later in this chapter and in the Data
Analysis chapter. In the context described above, as part of the regular French class,
participants daily self-selected and read authentic French articles online, recorded aspects
of their reading activity in learning journals, and participated in three rounds of
interviews in the beginning, the middle, and the end of the eight-week period of data
collection. The four key informants were selected to represent the spectrum of French
language skills, attitudes toward the assigned tasks, online reading strategy use, and
components of motivation. Pseudonyms were used in the analysis to protect the key
informants’ identity. They were evenly divided between the two history teachers. They
also differed in race and gender but race and gender were not deliberately taken into
consideration during the selection. The most salient characteristics for the key
informants’ selection were participants’ French language skills and interest toward
history as an academic subject. A detailed description of the data analysis that led to the
selection of the four key informants is provided in chapter four, Data Analysis.

Data Collection Procedures
Data collection was conducted over a period of eight weeks through observations,
interviews, and document analysis. After distributing and receiving back all consent
forms, in order to collect the data, I followed these steps:
1) Prior to beginning the study, I taught three explicit lessons on strategies for
online reading. The lessons were taught in French with supplied term translation in
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English. The first lesson focused on searching strategies (Appendix A), the second on
reading comprehension (Appendix B), and the third on evaluating online resources
(Appendix C). I modeled the strategies through think-alouds (Tinker, 1989), and I
provided time for students to practice using and naming the strategies. I considered these
three lessons important, as they were intended to equip the students with explicit
knowledge about strategy use, that would later facilitate students’ reporting on their own
strategy use. To further ease students’ ability to use the language related to reading
strategies, I provided each student with a laminated bookmark containing the strategies’
names in both languages (Appendix J). During the data collection period, they used the
bookmark daily as they recorded their own online reading strategy use.
2) For a period of eight weeks, I asked students for 25 minutes daily during the
French class to search for authentic French texts available through the Internet that were
directly related to the topic studied concurrently in their History of the Americas course.
The activity was scheduled in the circumstances of third period on the block schedule,
during which 90 minutes of class time are roughly divided into 60 minutes class time, 30
minutes lunch, and another 30 minutes class time. The work specifically pertaining to the
French course was done during the first 60 minutes of class. The time after lunch was
dedicated to the online reading in the computer lab.
In order for a text to be considered authentic, it had not only to be in the French
language, but also to be originally written in French. Texts translated into French from
another language were not recommended for reading. However, determining the origin of
an article often was not easy. The period of eight weeks was assumed to allow sufficient
time for the students to overcome any initial stress and adjust to dealing with self-

91
selection and interaction with presumed authentic texts. While the initial couple of weeks
allowed students to establish effective ways of searching and finding resources
corresponding to the historical content studied concurrently, the total period of eight
weeks provided time for them to become used to a routine of dealing with authentic
French language that had the potential to develop both their French language skills and
their academic knowledge of history.
3) Students used learning journals, which allowed them to keep track of the
accessed information, and allowed me to monitor their choices of sources. The learning
journals were documents in which students stated the particular topics on which they
were working independently and indicated what their intentions were regarding each
daily online reading session (Appendix A). Students recorded what sources they accessed
and what strategies they used throughout each online reading session. The learning
journals were conceived to facilitate students’ process of following a logical approach to
the search for adequate resources, and to give me unobtrusive insight to their activity in
the lab. Since students were instructed beforehand on the types of learning strategies and
had the reading strategy bookmark in their disposal, they were able to more easily
identify them and record them with an optional comment. The content of the bookmark is
later analyzed in the Data Analysis chapter. I gave students the option to use either
French or English language for the strategy recording in order to minimize the effort such
recording would take. There were learning journal sheet versions in English and in
French, and the language students could use to record was also a matter of their choosing.
Students kept their weekly journal pages throughout the week, then they submitted them
to me, but I kept them in the classroom for the eight weeks of data collection so students
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could have easy access to them if they needed them for any reason. Each week they used
another learning journal sheet to record their reading strategies.
Initially, I had asked the students to focus on recording the strategies they were
using for searching, reading, and evaluating the accessed documents. After three weeks
from looking at their learning journals, I noticed that the data they were recording were
rather superficial, and from our conversations in and outside of class, that they were not
remembering well the content they claimed to have read. The realization of these two
points led me to the decision to modify the aspect of the task related to the kind of
information they were initially asked to record. Instead of writing down only their
strategies, I asked them to focus on the content of what they were reading. They
continued to use the learning journals and the bookmark, but they switched their attention
to the content of what they were reading. I noticed insignificant differences in what they
were recording on paper and a slight increase in their attention during the process of
reading and better recall during follow-up conversations and classroom activities.
4) I conducted observations during class time. Students’ interaction with selfselected authentic texts was happening during the regular class period in a computer lab
where they felt comfortable because they were used to working there. I was the teacher
in the lab, but at the same time I was purposefully observing signs of students’ attitudes,
their choices, and their reactions to the information they were finding. During the rest of
the class period, I was observing students’ use of the French language and was looking
for use of vocabulary or expressions of ideas that might be attributed to the authentic
readings. For easy note taking, I developed a chart (Appendix E) where I marked quick
notes for specific students during the class time, and I expanded on the notes immediately
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after the end of the period. During the eight weeks of data collection, as part of the
regular instruction, I assigned twice written reflections in French on perceived differences
that students had observed between the French language documents they had accessed
online on the respective topics from the historical content studied concurrently and their
English language textbook and other sources they were using in their History of the
Americas class. These written reflections gave me additional insight into students’
understanding of the historical content, questions that had emerged as a result from their
reading, and signs of gaining or losing motivation to read authentic texts.
5) I conducted formal semi-structured interviews with student participants at three
different stages of the process: at the beginning, four weeks into the process, and at the
end. My goal for the initial student interview (Appendix F) was to obtain information
about students’ perceptions of the meaningfulness of the activity, the difficulties they
anticipated, and the kind of motivation they had to handle such a complex task. In the
second interview (Appendix G) my goal was goal to explore how students were
overcoming any initial difficulties, how they were adjusting their attitudes toward and
expectations from the activity. In the last interview (Appendix H), I attempted to
summarize students’ individual overviews of the whole process and their ways of making
sense of their experiences. All interviews touched on both language and content aspects.
They were conducted in English in order to avoid any difficulty of expression potentially
causing student discomfort.
Table 2 represents activities that took place over the course of the eight weeks of
data collection and the preceding week when I conducted the lessons on online reading
strategies. Along with students’ ongoing online reading and recording, my ongoing
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Table 2
Study Design
Participants: Ongoing online reading and strategy recording
Researcher: Ongoing daily observations
____________________________________________________________
Week 0
Three
Lessons
on
Online
Reading
Strategies

W1

W2-W3

First
Student
Interview

W4

W5-W6-W7

First
Written
Reflection

W8
Second
Written
Reflection

Second
Third
Student
Student
Interview
Interview
________________________________________________________________________

observations, and the timing of the interviews, the table also shows two written
reflections in French. These reflections’ content was not considered as datum, but the fact
that they were a class assignment related to the online reading was part of the analysis of
students’ attitudes toward the task.

Role of the Researcher
As a participant researcher, I was executing two distinctly different functions at
the same time. I was teaching the course curriculum with all the components teaching
entails, but I was also conducting observations and interviews related to the study. The
course activities were strictly related to using the French language, they took place during
class time as appropriate instructional activities, and did not require any additional
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preparation on the part of the students. I assumed that continuous interaction with
authentic texts would help to enrich students’ knowledge, improve their language
competence, and boost their self-confidence and motivation to use the language, however
I was expecting the depth and breadth of these likely consequences to vary from student
to student. I did not expect any student to be unable to handle self-selection of
appropriate readings because due to the rigor of the IB program in my school, such a
student is highly unlikely to remain enrolled in the program.
I was also aware of the delicate situation in which I placed myself by choosing to
work with my own students. Issues of power that could have arisen as a consequence
included: 1) Did the students agree to participate in the study because they feared that
their grade in my class would be negatively affected if they chose not to participate? 2)
Did the students feel forced into making statements that did not necessarily reflect their
true feelings because they were looking for ways to please me? 3) Did my interests as a
teacher interfere with my interests as a researcher and did they tempt me to pay more
attention to one desired kind of information and to ignore another undesired kind? Being
aware of the possibilities to jeopardize the credibility and integrity of my study, I looked
for ways to conduct the interviews at a place and time different from the usual meeting
place and time for the class in order to avoid mental associations with classroom
instruction and issues of authority and power. I was not able to conduct the interviews in
a place different than my own classroom, but I made sure to position the student desks
where the interviewed student and I were sitting in a way that was different from the one
during class time. I sat next to the student rather than opposite to him or her. All the
interviews were conducted either before or after school when many other extracurricular
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activities were taking place as well. I made sure that I approached the interviews with a
couple of relaxing questions, not having much to do with the main focus of the interview
that would put the interviewed students at ease. Through self-monitoring, I tried to keep
track of and adjust the time and additional questions I asked. I also ended the interviews
on a positive note, thanking them for their insights and touching on something else that I
knew was of their interest, very often with a joke.
Besides the risks for the trustworthiness of the study that I took as a researcher by
working with my own students, I also had an understanding of the benefits such a work
could bring. In order to understand someone’s complex perception of a phenomenon, the
researcher has to establish a close relationship that would allow for entering the
informant’s world. It is difficult to build trust and respect with human beings outside of a
specific context in which both the researcher and the participants function productively.
In the case of my study, I knew the students for at least a year, some of them for two
years. I had had them in my previous classes, and I had witnessed their growth. I had the
time to build trusting and respectful relationships with them. I knew their parents and
their friends, their successes and problems, and this fact gave me an insight that would
have been impossible had I worked with a group that was unrelated to me. In interpretive
inquiries, the presence of the studied is intertwined with the presence of the researcher
(Darroch & Silvers, 1982), and while studying my own students I had the benefits of
communicating with them in the context of a naturally built rich reciprocal
understanding.
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Analytic Procedures
My data collection began with the first round of formal semi-structured student
interviews. I followed a questionnaire prepared for each of the three interviews
(Appendices F, G, H), which I adjusted in the course of the conversation. While I was
interviewing all 14 participants during the eight weeks of data collection, I began to
select those who seemed more representative for the purpose of the analysis. I was also
recording my ideas in my observation notes. Upon the conclusion of the data collection, I
still had not finalized my selection, and therefore I proceeded to transcribe all student
interviews. The process of transcription provided me with the time to immerse myself in
the conversations, and to ultimately select four key informants.
After transcribing the interviews, I began coding the text. I applied in vivo coding
as first cycle coding, and focused coding as second and third cycle coding (Grbich,
2007). At first I read the transcripts multiple times while looking for outstanding,
contextually meaningful words and short phrases as the participants used them. Since I
was exploring how the self-regulated interaction with authentic texts was indicative of
students’ internalization of the reading task, the processes and skills they used while
searching and reading, and their motivation for self-initiated extensive reading, I was
interested in prioritizing their own voices. I wanted to know what the participants
perceived as important, and to detect processes or behaviors that were going on while the
participants attempted to figure out meanings, select information, or do anything else that
was related to accomplishing their tasks.
During the second cycle of focused coding, my attention was on the relevance to
each research question. I coded for internalization of the task determined by students’
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attitude to the French language, to the French class, to the history class, or their general
cultural awareness and critical thinking. The codes for processes and skills consisted of
searching, reading and evaluating. I coded for motivation by focusing on curiosity
relevance, confidence, satisfaction, and volition and self-regulation. Table 3 shows the
codes as they pertain to categories internalization, motivation, and processes during
online reading, relevant to the research questions and the respective elements of each
category.
After the two cycles of coding, I concentrated on determining the themes that
were emerging from the data. I analyzed the data through a phenomenological lens
(Moustakas, 1994; van Manen, 1990). For that, I was looking for the descriptions and
revelations about students’ experiences in dealing with texts that were related to a content
that was relatively known to them, but may have been presented in a range of possible
divergences from what students already knew. I also looked for the details in the
experience of using French language instead of the usual English language for
understanding the content of these texts. By analyzing students’ language while they
were describing their experiences and perceptions, I was searching for the intentionality
of their consciousness (Husserl, 1999; Schram, 2006) or what kinds of ideas they had in
the process, what decisions they made, and how they felt about these decisions. After
entering the world of their perceptions, and seeing how they experienced the acquisition
of knowledge in another language, I searched for the meaning of these experiences.
For the purpose of bracketing myself from my own experiences I followed Crotty’s
(1996, p.11) guidelines for phenomenological reduction (bracketing): 1) I explored all the
details that I could think of related to the mentioned experience, and asked myself how
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Table 3
Focused Coding for Data Analysis
Code
Pertinence to
Meaning
Research Question
Category
________________________________________________________________________
ICACT

Internalization

Cultural Awareness And Critical Thinking

IFC

Attitude Toward The French Class

IFL

Attitude Toward The French Language

IHC

Attitude Toward The History Class

MCT

Motivation

Curiosity

MR

Relevance

MCF

Confidence

MS

Satisfaction

MV

Volition and Self-Regulation

PS

Processes

Searching Processes

PR

Reading Processes

PE

Evaluation Processes

my participants’ experiences might be different or similar to mine. 2) I identified all
preconceived ideas I had about content reading in a foreign language, and 3) I prepared to
receive information about it without any position. 4) Through focusing on the
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phenomenon, I let myself be as open and passive as possible. 5) I documented a detailed
description of the experience and I asked myself to what extent this description was or
was not influenced by my own experiences. 6) When I started identifying the essence of
the experience, I asked myself whether this phenomenon would still stand without any of
the elements I had identified as essential. 7) As a last step I confirmed or negotiated the
meanings I had found with the participants in a reflective conversation.
When writing up the analysis, I included selected excerpts of the transcribed
interviews and learning journals. Although I cited the transcribed text verbatim, I
sometimes also slightly edited the text to eliminate words and expressions unrelated to
the message such as “like”, “you know”, and “I guess”. References to the individual
interviews were made by citing the chronological order (I1, I2, or I3) followed by the
transcript page number, e.g. I1, p.1 for interview one, page one. Quotations from
students’ learning journals were taken as they were written including some erroneous
word choices, especially when written in French. References to the individual journals
were made by citing the week number followed by the page number e.g. JW1, p.1 –
journal week one, page one.

Timeline of the Study
I started the data collection in the end of March, and finished it in the end of May.
At that time IB juniors had had sufficient time in the French course: 90-minute blocks
every day for almost the entire school year. Such consistent exposure to the language for
a relatively prolonged period of time had allowed the students to develop language skills
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that enabled them to successfully execute complicated cognitive and linguistic tasks such
as the online reading of authentic French texts related to historical content.
Although I was trying to avoid the period in May by starting the data collection
earlier, I was not able to due to administrative reasons. In May, students from the IB
program started having different kinds of exams, and the stress around the exams might
have negatively influenced their desire and motivation to explore the French texts, which
students would have been more likely to have during an earlier, less stressful period of
time. Table 4 shows the timeline of activities related to the organization of the data
collection, analysis and write-up.

Trustworthiness
Trustworthiness in qualitative studies builds upon the comprehensibility of the
data and the soundness of the analysis. The criteria establishing trustworthiness in
qualitative research are credibility, transferability, dependability, and confirmability
(Lincoln & Guba, 1985).
Credibility. Credibility refers to the degree to which the researcher succeeds in
representing the realities and perceptions of the participants. All qualitative research
studies, and especially phenomenology, recognize and seek to explore the various ways
in which individuals live their realities. In order to ensure high levels of credibility
researchers try to prolong their engagement with the participants, conduct multiple
observations in similar circumstances, triangulate data from different sources, and
conduct reflective discussions with peers and participants to ensure adequate
interpretations.
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The time planned for data collection in my study was eight weeks, which was
sufficient to engage the participants in the reading of authentic French texts related to the
simultaneously studied historical content and to explore the dynamics of their motivation
and understanding. The persistent daily observations for this period of time provided data
to track these dynamics as well. Triangulation consisted of three rounds of student
interviews, students’ learning journals, and my observation notes. In an effort to avoid
any possible bias or other inadequacy in my interpretations, I had reflective discussions
with interviewed students on the one hand, and other Foreign Language and History
teachers on the other hand. These reflective discussions with the students took place in
various circumstances and lasted different amounts of time, often on the way to the lab,
or before or after school when some of them stopped by my room for additional
clarifications on class work that was not related to the online reading for history. My
conversations with other History and Foreign Language teachers happened unplanned at
times of school meetings or during lunch breaks, but also before or after school when I
purposely sought the History teachers’ opinions on a possible effect of the online reading
during the French class that they might have observed in their classes. Some information
about these conversations is reported in the data analysis chapter.
Transferability. Qualitative research does not seek to apply findings from a study
to other larger groups or populations. Transferability refers primarily to the clarity and
logic of the way findings are presented so that readers might decide whether these
findings are applicable to situations they have in mind. In my study, I provided detailed
descriptions of relevant situations and documents as well as corresponding quotations
from the interviews and learning journals in order to illustrate my interpretations.
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Table 4
Timeline for the Study
Task

2/11

3/11

4/11

5/11

x

6/11

7/11

8/11

9/11 10-11/11

Obtained approval
x
From school system
Obtained approval
from GSU IRB

x

Taught online
Strategies

x

Conducted observations
of students’ reading and
strategy recording

x

x

Conducted first round
of interviews

x

x

Conducted second
round of interviews

x

Conducted third round
of interviews

x

Transcribed interviews

x

x

x

Analyzed data

x

x

x

x

Conducted member
checking
Wrote up findings and
implications
Revised manuscript and
defended dissertation

x
x

x

x

x

x

x

x

104
Dependability. Dependability refers to the researcher’s accountability for his or
her decisions regarding the techniques of data collection, data keeping, analysis, and
interpretation. I collected and kept all student learning journals after the last day of data
collection and students’ reflective essays in a secure location; I also kept audio files and
transcriptions of the interviews, interpretive and coding memos in an electronic form on
my computer and backed up on a flash drive and hard copies.
Confirmability. Confirmability refers to the correspondence between the data
and its interpretation. By closely following the preceding criteria of trustworthiness, I
tried to achieve the confirmability of the study, and any decision, finding, or
interpretation could be justified through tracking the decision-making logic. My advisor
and my dissertation committee provided me with help and support in auditing the data to
avoid possible bias and/or distortion, and to confirm that my interpretations, conclusions,
and recommendations were supported by the inquiry.
Peer debriefing. Throughout the process of data collection and analysis, I asked a
colleague from my school who is also a doctoral student and who used qualitative
methodology in her research to review and discuss with me random samples of my
findings and interpretations. Such debriefing ensured that I made sense of the data in a
way that corresponded to its content. I kept notes of these meetings and used them for
reflection.
Member checking. As I transcribed interviews and started analyzing data from
them, I informed the participants of my interpretations of the statements they had made
during the interviews for the purpose of making sure that these interpretations did not
contradict their ideas. In cases of discrepancies, I sought to understand the reason for the
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misinterpretation through additional conversations, and I made the necessary
adjustments. When the analysis of each case was finalized, I gave key informants a copy
of their respective case and I scheduled meeting times a few days afterwards, so each one
could comment on my interpretation of his or her case. Such a communication with the
informants was of essential importance, as it strengthened the phenomenological
approach to their experiences.
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CHAPTER 4
DATA ANALYSIS
Selection of Key Informants
This chapter reports findings from the data analysis, starting from the selection of
the four key informants among the 14 participants from whom data were collected. As
described in the Methodology chapter, a 25-minute part of the regular French class was
dedicated for eight consecutive weeks to online searching, selecting, and reading of
authentic French language materials related to concurrently studied topics in participants’
history class. Additionally, participants recorded the strategies they used for searching
and reading in a specially designed learning journal. I took observation notes during their
online reading sessions, and during regular class time. In the beginning, middle, and end
of the eight weeks, I interviewed them about their experiences. Upon finishing the data
collection, I realized that some of the participants were very representative of the various
attitudes toward the components of the task internalization and motivation for selfinitiated extensive reading, as well as of the strategy recording and the use of the
bookmark to facilitate the recording. My observation notes revealed a range of behaviors
related to the searching, selecting, reading, recording, and communicating with others
during the reading session. These behaviors ranged from strict following of directions
and genuine effort to extract maximum gains from the task completion to superficial
compliance with the task suggesting lack of interest and intentions to bluff. The learning
journals revealed another layer of participants’ reasoning and resourcefulness. The
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recordings in them indicated various approaches to their usefulness from spending
minimal time in metacognition by recording only terms taken straight from the bookmark
in English to prolific writing in French describing in detail the participant thinking. After
the transcription of all interviews, I saw more clearly the individuals who exhibited
representative characteristics that combined French language skills, interest and
knowledge in the area of history, attitudes toward the strategy recording, ideas about
what activities in a French class are seen as appropriate, personal traits, and components
of motivation. In combining and comparing the emerging patterns from the three data
sets, four individuals surfaced as carriers of the most representative characteristics,
among which strength of French language skills and interests in history were especially
notable. These individuals were also equally distributed between the two history teachers,
which provided another external aspect influencing their activity for analysis. Table 5
shows the four key informants’ degree of interest, knowledge, and skills in the two
respective areas subject of the interdisciplinary integration. The table also indicates main
behaviors deduced from the three data sets; interviews, learning journals, and observation
notes.
For the purposes of the study, the Interpretive Phenomenological Approach
(Smith, 2004) allowed me to reach general conclusions about individual perceptions
related to the construction of knowledge and the understanding of motivation applicable
to the students with whom I work. The choices of French language sources to use, which
participants made over the course of the data collection period, reflected their perceptions
of their personal needs to clarify one aspect or another of the topic studied, or their
perceptions of the kinds of texts they are able to handle. They were making deliberate
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choices reflecting the consciousness of their needs and the intentionality to overcome any
gaps of knowledge they had identified. Through dialogue with the participants and by
asking them to reflect on specific aspects of the process, I was able to follow the
sequence and logic of their thinking. Their discourse simultaneously revealed several
layers of meaning: they were formulating explicit ideas related to their experiences in the
process of searching for the adequate academic information, but also, while explaining
their thoughts, they were using language that carried additional implicit information
about their attitudes toward elements they were mentioning. They were not necessarily
aware of this implicit layer of information they were providing me with during the
conversations, but it constituted an important part of my understanding of their
experiences.

Table 5
Key Informants
________________________________________________________________________
French
Language
History Course
Skills
Content Interest
Strong

Strong

Moderate

James
Focused reading
Detailed journal in French
Teacher 2

Moderate

Michael
Distracted reading
Prolific journal in French
Teacher 2

Samuel
Emily
Focused reading
Distracted reading
Economical journal in English
Superficial journal in English
Teacher 1
Teacher 1
________________________________________________________________________
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James
Internalization of task. James had multiple academic interests in science,
mathematics, philosophy, history, and foreign language. In the IB areas of choice, his
subjects included Higher Level Math, Standard Level Physics, Economics, and French,
which he planned to continue at the Higher Level during his senior year. He was involved
in many extracurricular activities that were grouped around athletics (he was a top
runner), math (member of Math Team), community service (Habitat for Humanity), and
French language (member of French Honor Society). At the time of the study James was
interested in continuing his education in physics at Massachusetts Institute of Technology
(MIT) or another top university. He was ranked first in his class of 469 with a grade point
average (GPA) of 4.0 on a four-point scale and 4.688 on a weighted scale; he had already
passed a Scholastic Aptitude Test (SAT) exam with a score of 2310. He had participated
in the National French Contest for two consecutive years and had respectively ranked
third and fourth in the nation. At the IB Standard Level French Language exam taken at
the end of the junior year right after concluding the data collection period for this study,
he achieved a holistic score of seven out of seven, with an analytic score of 34 out of 40
on the interactive reading component, resulting in the highest holistic score of seven. His
score on the AP French Language exam was also the highest: five out of five.
To analyze James as a subject of the activity, I needed to analyze his learning
history and how it may have influenced his activity, the activity in which he was engaged
within the given task, his abilities, and the goals that moved him.
Attitude toward the French language. In the first interview, James described his
outside-of-class use of French language as being for the purposes of listening to French
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music and occasionally for reading the news. To my question about the kind of music he
listened to, he clarified: “I ask my pen pal about what kind of music he listens to, and he
gives me some singers” (I1, p.1). Since James did not seem to search for French music by
himself but preferred to use his friend’s advice, he appeared to be moderately curious
about it. He did enjoy music but he was not inclined to search for new singers and songs.
He extracted the benefits of having a French pen pal by combining the academic work on
the class project with his desire to practice the language in an authentic way and with the
opportunity to gain access to new music without having to invest time in looking for it.
The other activity he mentioned as something he was doing outside of class was
occasionally reading the news. His attention to news texts as a way to independently use
his French language skills indicated once again his tendency to combine levels of
usefulness in a single task: boosting his French language knowledge and satisfying his
desire to feel oriented in the broader social context. However, he added:
I usually read in English first (…) it’s kind of doing two things at once,
learning two things, because I like to stay aware of what is going on but I
also want to learn French. I think it would be good to talk, to speak,
because now I am just reading it, so if I could speak to my pen pal as
opposed to just writing to him, that would be good. (I1, p.1)
Reading the news in English first was not an indication of low self-confidence in
using the language as it may seem. James was not reading directly in French because his
goal was not solely to become acquainted with the most recent events. His goal was to
use minimal time in English for the purpose of creating the background needed for an
accurate understanding of the French text. Being at the top of his class, meant that he felt
pressured by time and he was using every minute in the most efficient way, which he was
able to organize, thus achieving high efficiency of processing. By having read the news in
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English first, he was ensuring the basic accuracy of his content comprehension, and he
was giving himself the opportunity to explore the French language rather than the content
while reading. Later in the same interview, after saying that he would continue to take
courses of French in college because “it [was] interesting” (I1, p.2), I asked which aspect
of the language was interesting for him.
I like the language structure. I remember earlier sentence diagramming,
and it was kind of interesting how it connects to English, or how you
would diagram a sentence in French so, I guess, the logic behind it is my
favorite part. (I1, p.2)
Although James was the strongest student in that class, it would not be adequate
to describe him as elaborative. In French class, he always looked for the most concise
way to express his ideas. He was not talkative, although he always actively participated in
the classroom discussions and activities. I could always count on a comment or an answer
to a question from him because he was always completely engaged and was not
uncomfortable to voice his opinion. He never spoke without raising his hand for
permission, and the tone of his voice was always soft and considerate of the class
audience. His inclination for optimal use of time and space was expressed through
succinct statements no matter whether they were opinions or questions. Despite his
exemplary understanding of how French, and language in general, worked, his extensive
lexical knowledge, his respect for the established academic norms often requiring
eloquence, and his desire to succeed in the context of those norms, he had not adopted a
superfluous articulateness and even shared:
There are not necessarily school subjects that I don’t like; there are things
that I’m less inclined to (…) Maybe English, I mean, I still like English
class, but compared to the other subjects (…) I am not really sure why.
When I was very young, English was not my strong point, so I guess it
developed from then. (…) Sometimes, things aren’t clear, or they are
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clear but they don’t make sense. I guess, that was the issue: it just didn’t
make sense to me in English. (I2, p.5)
In terms of national origin, James was a first generation American born. His
parents had emigrated from India. I made a supposition that in the first years of
elementary school, he may have felt deficient because English was not the primary
language spoken at home. Finding himself among peers who were more proficient in
English than he was might have created in him the sense of urgency to learn as much as
possible in order to maintain his self-efficacy. The dissatisfaction from his own English
language skills, which he might have initially felt, might have transformed in the
following years into a lesser preference for English as a school subject, and remained as
such despite his success in it. At the subsequent member-checking conversation I had
with him, he said that such a supposition on my part was interesting and very possible,
but he also expressed uncertainty about the reasons for his preferences. He recalled that
during his elementary school years, he enjoyed the English Language Arts class, but he
disliked the literature classes, and he was more inclined to explain such preferences with
the similarity in the logic he found between his favorite math and science subjects and
language structure as opposed to literature.
His motivation in that area was driven much more by his desire for constant selfimprovement and achievement in the competition with peers, rather than satisfaction
from the already acquired knowledge and skills. I remember a brief conversation with
him previously during the school year. We were discussing in class the preparation for
the upcoming National French Contest, a prestigious yearly French language competition
for all primary, secondary, and post secondary levels in the country and including all
levels of proficiency. Students from the entire class were going to participate in it. I was
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encouraging them by elaborating on the three plaques hung in the classroom for three
former students of mine who had won the gold medals in previous years. After the
discussion was over, James said to me: “I want the gold medal.” I will never forget the
tone of his voice and the expression on his face when he whispered this short statement,
because they were loaded with emotional determination and sincerity that one shares only
in the most intimate moments. This brief instance reflected his nature: serene striving for
knowledge that should be followed by respectful recognition.
Attitude toward the French class. Throughout the school year, I had noticed
James’s complex attitude toward the French Language class. The complexity consisted in
a desire for maximum theoretical learning involving explicit grammatical or lexical
theory, but also maximum practical application involving reading and analyzing authentic
texts, viewing films and video news broadcasts, listening to music, and communicating
with native speakers. He wanted to learn as much about the cultures of the Frenchspeaking world as to be pragmatically prepared for the AP and IB exams at the end of the
course. My philosophy had been to expose my students to various topics, ranges and
styles of the language in the most authentic forms possible, and to familiarize them more
closely with the format of a particular exam when the time for the exam starts
approaching. Being in the IB program, students were gradually exposed to the IB
requirements and consequently to the formats of the examinations, but the AP French and
Spanish Language exams were not specifically targeted in the IB curriculum.
Traditionally our IB foreign language students had taken the AP exam in their junior year
after a short exposure to its format, and they had scored well. In the April interview,
when the school schedule was starting to fill up with anxiety related to planning for the
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different exams in May, I asked James how the French class was going for him, to which
he responded:
I think it’s going pretty well. I am sure that you have already planned it for
the AP test, but I think that all the people from the class are concerned
about the AP test. (…) None of us have really had, or at least most of us
haven’t had any experience with it and we aren’t sure what to be afraid
about or to be afraid at all, which is the mystery of it. (I2, p.1)
He expressed a brief satisfaction of the way the class was going, he did not go
into listing different aspects that were going well, but he immediately thought of his
concern related to the specific preparation for the AP exam. Despite the month of time
that was separating us from the time of that exam, he did not feel comfortable not
knowing what exactly to expect from it. On the one hand he was certain that I had
planned for that preparation, but on the other hand, he was nervous because he did not
want to count only on someone else’s, in this case his teacher’s, judgment and planning.
He was direct and honest, trying to persuade me in the urgency of taking appropriate
measures by speaking on behalf of the rest of the class and by explaining that no student
in the class had any experience to share. He used the metaphor of mystery in order to
emphasize the degree to which I needed to make adjustments in the class planning by
“dedicating a certain portion of the period each day to preparing for the exam” (I2, p.8-9).
I asked him whether he did not perceive the usual class work involving vocabulary and
grammar as a preparation for the exam.
I don’t think [the usual activities] prepare you for the exam. I think they
prepare you as a French speaker, which is actually the goal of the class,
but not necessarily for the exam, which is just a question of College Board
and the exams that they make; it’s not a question of the class. (I2, p.8-9)
The artificiality of the AP French Language exam combined with the sense of
unpreparedness for the format, as opposed to the naturalness of the IB exam that
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represented a logical continuation of contextualized learning, was having its negative
effects on James and his peers. However, there was a clear realization that results from
learning and results from testing did not always match, since they represent the
intellectual product of different people or institutions with different understandings of
educational content and purpose. James did not want the results of a single test to
misrepresent his knowledge.
After the AP exam was over and there were a couple of days until the IB exam
and the end of the school year, during the third interview, James described the way he
was feeling as “a lot less stressful now that the AP exam is over” (I3, p.1-2). To my
remark that the IB exam was coming up, he replied: “ Right, but I think we are more
ready for that one too” (I3, p.1-2). His confidence due to both his knowledge of French
and comfort with the IB exam format had returned. He was still feeling the pressure
coming with the end of the school year, but the nervousness from having to fight a battle
with unknown rules was now behind him. Now that the rules were known, he did not
mind the battle. To my questions about his overall learning in the class, he answered:
I feel like I am learning more about the language rather than specific
grammar things or any specific vocabulary, just the flow of the language,
the eloquence. (…) Every time I read something there is always a
different style or a different way of saying it. Just like in English you can
say a sentence in multiple ways with the same words just in different
orders depending on the formality of it. Picking up on that in French was
more of a learning for me rather than the vocabulary. (I3, p.1-2)
At the advanced proficiency level foreign language speakers still continue to
expand their vocabulary and grammar knowledge, but they stop viewing their progress in
the same incremental way because they start noticing more of the pragmatic structure of
the language: styles, ranges, regional characteristics, idiomatic expressions (ACTFL,
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1996). James had achieved advanced level of proficiency. Later that summer, the results
of the French language exams provided the confirmation: he had scored the maximum on
both: seven out of seven on the IB exam and five out of five on the AP exam, indicating
strong language abilities.
Internalizing the task as related to French language and class. All of James’s
comments referring to his attitude toward the French language and the French class
indicated continued interest in building maximum language knowledge and skills within
the given period of time, active search for venues of authentic application, and
establishing of evidence for academic success. The task of independent self-selected
online reading of authentic French language materials related to the content studied in the
History class seemed to him to be adequately designed. In the first interview, two days
after the beginning of the reading sessions, he shared that he would like to do “more
cultural activities” (I1, p.1) in class. Since I thought that I was regularly incorporating
cultural information and activities in my lessons, I asked him to clarify what he meant, to
which he replied: “ for example [like] this history project about the French views. I think
it would be good to look at how the French view things, or [to explore] more
controversial topics” (I1, p.1). In his example he was in fact insisting on the
appropriateness of using such an integrated application of the accumulated learner’s
knowledge that would allow him to explore new, deeper aspects of the French culture.
Regarding the language skills that were necessary to execute the task, he felt
”pretty comfortable” (I1, p.3) because he was satisfied with the amount of French
language he had already acquired which he would use not only directly to comprehend
the meaning of the texts, but also in order to figure out new vocabulary and expressions.
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Usually the main words that are necessary to know are pretty closely
related to the English ones. For example, in English we are learning about
progressivism, and in French it is just progressisme. They are cognates; I
mean they are pretty similar. So, I think the main words that you need to
know are easy to recognize and that is what makes me comfortable about
history, as opposed to a topic like science, which would be harder because
the terms would be more technical Latin-based. (I1, p.3)
He found that there was a natural connection between the language and another
academic subject from the area of the humanities as opposed to the area of natural
sciences where he anticipated more obstacles to his understanding of content of lexical
nature.
He also found an adequate match between the time period to explore and the
language that would be used in primary or secondary documents related to it. The events
studied in the History course were from the last two centuries, and therefore the original
French language used in them could not be very old and difficult to understand; it would
be rather very close to the modern French.
For the most part, (…) for the grammatical structure you can be either
familiar with it or you can assume. The vocabulary, I think most of it is
modern French so I don’t [have problems]. I have never come across any
primary source documents from the past century, so I guess, there won’t
be any ancient French, not ancient but historical French. (I2, p.6)
While James felt at ease with the language, he was not completely pleased with
all aspects of the task. Since he was always conscientiously completing class
assignments, he was recording strategies during the reading in the same conscientious
way. I noticed however, that there was a discrepancy between my expectations of him for
the level of detailed analysis and his performance during informal conversations about
what he had found and read. He was not able to recall with the usual ease what he had
read, and he was inclined to talk more about finding the right keywords and the general
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aspect of French websites rather than about his understanding of the content. During the
last interview, when I asked him to describe his overall experience during the eight weeks
of reading for the History class, he said:
I think once we switched to writing down content rather than strategies,
that became more useful or more active, I would say, because (…) before
we switched, pretty much everyone was writing the same thing every day:
unknown words, or what search engine we used. But after we switched
(…) we actually had to make an effort to read and to understand what was
going on rather than just read and look for things we didn’t understand. So
in the second part, I think we had to do what we already were doing in the
first part, just write down the extra things we were doing. (I3, p.1)
He confirmed that he did not internalize the task of recording his reading
strategies. He was not convinced in its usefulness because he was focusing on what he
could learn about the content and the language rather than on what he could learn about
himself. He felt that “just read[ing] and look[ing] for things [he] didn't understand” (I3,
p.1) was not worth much. Recording those ”things” did not make sense to him because
for him, if he found something that he did not understand, he would do what is necessary
to understand it, and the content understanding would be more important than what he
did on the way to acquiring it.
James perceived the additional written assignment that I gave to the class on two
occasions as meaningful. It matched his understanding of relevant guided learning.
I think that once you told us that we had to find two opposing views, I
made a point to go out and look for those opposing views. (…) I picked
up a few. That was when I read about the atomic bomb. (…) So I think to
that extent, it forced us to look for more of those discrepancies. (I3, p.56)
This additional task was built on knowledge which students were expected to
have generated from the readings, and did not require additional work on their part other
than the focus on possible differences in the interpretation of the historical events for the
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purpose of organizing their findings in a written essay. Narrowing the focus of the
reading appealed to James because it “forced” him to look more deeply and he
appreciated being “forced” because he perceived that as leading him to a better quality of
knowledge. He also recognized the extent to which the formulation of this additional task
affected his process of internalization. He talked about the difference in having to “find
two views” and “writing an essay on that”:
I would have looked it up and I wouldn’t have really paid as much
attention to it, and it wouldn’t have taken as many minutes. I would have
just looked for a more general idea rather than specific details about why
they are different. (I3, p.6)
Overall, James perceived the assigned tasks as corresponding to his dynamic
expectation of what the French class should involve. With the exception of recording his
reading strategies for a prolonged period of time, he found this independent reading part
of the class content satisfying and he made abundant connections to his previous French
language knowledge at different levels: lexical and pragmatic. At the lexical level he
noticed cognates and patterns of relationships between English and French, and at the
level of pragmatic organization of the language, he made connections between old and
modern language, and compiled a basic understanding of the culturally tinted attitudes,
which French speakers may exhibit in relation to some historical events.
Internalizing the task as related to History class. In terms of learning history
through the readings in French language, James was not expecting to make great
discoveries related to facts, but rather to enrich his understanding of these facts by
learning about interpretations coming from abroad. He had a clear appreciation for the
historical knowledge he was currently receiving in the History class. He was also hoping
to deepen that knowledge and to make it less biased by interacting with the French texts,
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which would give him the opportunity to compare different points of view. In the first
interview, he confirmed his satisfaction of the way historical events were presented and
discussed within his learning environment:
So far, I have not really found that much information that has been
showing more the French side of the events, that has been more subjective,
so I guess, I just have not encountered that kind of information, but I think
it’s good to build on the foundation of history while we [are] here in the
IB program. (I1, p.2)
James thought that background knowledge in history was essential for the
successful outcome of the task. In comparing the importance of knowledge of history and
knowledge of French he gave priority to history:
I think the base in history should be pretty strong because it is easier, (…)
if you already know what you are reading or have an idea about what you
are reading. So if I didn't know what progressivism is, it would be hard for
me to understand what I was reading about. I think that’s probably more
important, more essential than having a good French base because you
usually make out what the general idea is. (I1, p.3)
However, he showed awareness that strong background knowledge in history may
not always be the most important aspect since the kind of texts and their levels of
difficulty might vary. In the process of reflecting on the importance of these two
necessary kinds of knowledge, he realized that by “making out” meaning that is not
explicitly understood, he might have omitted some nuances that could be indicative of
unexpected sides in the author’s interpretation.
That is probably why I have not encountered that many biased sites, but I
think if I came across a site that had a clear point of view, it would be
more essential to have a [good] French base because the nuance of the
language is probably suited to one side, and to understand that, you
probably have to understand more French. (I1, p.3)
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As a possible solution to situations that might create confusion in terms of
background knowledge, he considered referring to more superficial sources of
information that would provide support in basic understanding.
If it is content confusing, I would probably refer back to some site where
it’s very basic knowledge. (…) For example, if I was reading about some
battle during World War One, then it would probably be extremely
difficult if I didn’t understand what World War One was being fought
about or what caused it, who were the two different sides in World War
One. (I2, p.7)
When picturing the moment of confusion as happening in the French Language
classroom, James did not consider using an English language resource in order to mediate
the situation. Referring to the History textbook was unacceptable for him because it
would be against the rules: the used source had to be in French, and it had to be online.
Generally, James did not feel that he was learning much new historical content in
terms of facts. However, there were a few instances when he stumbled across facts that
he had not heard or read about in his History course.
It reinforces what we already know but it doesn’t necessarily introduce
anything new, except for actually, one time I tried researching the Panama
canal, and it came up with the scandale du Panama, and that’s a
specifically French thing. I was researching more about the construction of
the canal and the purpose but then, (…) you could easily tell that the
French concern with the canal was with the French government. They
tried to build the canal but there happened to be some failure and that’s
why they ended up not building it and the US ended up building it. (I2,
p.2)
Since the history course was History of the Americas, James did not perceive the
fact that French interests were not previously mentioned in class as critically important
for the construction of the canal. He did not seem to be particularly interested by the
details of the Panama scandal in France. That may have been due to his estimation of
improbability for such a detail to be important on the assessments in the History class or
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on the IB History exam at the end of the following year. Nevertheless, he seemed
satisfied that he could add another little facet to his personal knowledge about that
historical event.
After the first four weeks of reading, James came to the conclusion that the
amount of information, factual or interpretive, pertaining to particular topics would vary
depending on the language spoken in the country where the event took place or on the
language spoken by the parties that participated in it. While talking about what he had
found and read about the Civil War, he speculated:
Most of the opinions derived by the Civil War are probably derived by
Americans themselves, so I am sure, well, I am assuming that (…) the
information in the French articles is given by the American articles, not
from first hand experience by the French just because the Civil War is an
internal conflict and not exactly a conflict that directly involved France.
(I2, p.5)
Besides articulating his supposition related to the connection between a historical
event and its level of importance, local, national, or international, James also indicated
that he was monitoring the expression of his certainty. As soon as he noticed that he had
said “I am sure”, he evaluated it as expressing more certainty than he perceived as
appropriate. He corrected himself with “I am assuming”. After all, France and French
speaking countries had participated in many historical events of international importance,
that were also part of American history, for which authentic articles in French language
were written and could provide insights into other points of view. In discussing the
contradictions between what the interpretations which the History textbook and the
History class content offered and those of the French online documents, James
distinguished between explicit contradictions and implicit contradictions. He recalled an
example and explained his take on it:
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One time I was reading about the atomic bomb dropped on Japan, and it
was a site talking about the necessity of it, and whether it was the best
choice to make or not. The site was clearly against dropping the bomb,
they were talking about how the US could have won the war in an X
amount of years without risking this many lives, which actually
contradicts it. That was the sort of explicit contradiction because what we
had learned in the history class was that if we had continued the ground
war we would have had to fight there for at least five more years, and
possibly risk more lives if we hadn’t dropped the bomb. Definitely more
US lives and possibly more Japanese lives as well. But to go back to
implicit contradiction, let’s say that the tone of the article and the purpose
of the article itself gave it away. I am not sure whether that’s the actual
French social decision or of that particular author. (I3, p3)
In addition to identifying the explicit contradiction, James had paid attention to
the underlying layers of information representing the author’s position. He did not
characterize the tone of the article but he found it to be corresponding to the explicit
statements made in the article. He also implied that the purpose of that article was to
convince the audience in the actual negative value of the atomic bombing that had
achieved a great positive result: ending the war. In trying to clarify for himself which side
had better reasons to claim its own stance, James resorted to what was discussed and
concluded in the History class:
In history class, both views were brought up, (…) whether it was a good
decision or a bad decision. The way it was portrayed in History class was
that it was actually a good decision, and the reasons they gave us
supported the fact that it was a good decision. So, I don’t know, I guess I
didn’t really … I believed… I took more of what I learned in the history
class rather than more from what I read in the French source. (I3, p.6)
The complex nature of James appeared once again: he was seeking solid
knowledge but at the same time, he was afraid to declare a solid stance on something so
big, probably because he was understanding one of the essential characteristics of history
as a social science: being dependent on interpretation. His uncertainty was evident in the
series of verb forms: “I don’t know, I guess I didn’t really … I believed… “ The object of
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his activity was directed toward enriching his historical knowledge through the French
authentic sources, but instead of creating a greater stability in that knowledge, he found
himself considering the rationales presented in other interpretations. In his personal need
for solid ground, he opted for the stance that had provided him with more detailed
discussion, during a greater number of occasions, and that had been more thoroughly
supported by the authorities of the History teacher and the History textbook.
Internalizing the task as related to general cultural awareness and critical
thinking. It is important to acknowledge that not every issue would require taking a
stance. Dropping the atomic bomb was a difficult decision, surrounded by many
controversies at the time when it was made as well as afterward. James needed to have a
stance even though it might be temporary. No matter whether in the future he would
change his stance or not, he had become generally more aware of the existence of other
stances and some of the reasons behind them.
From the beginning of the eight-week reading period, he anticipated the
satisfaction of “look[ing] at how the French view things [and] more controversial topics”
(I1, p.1). In the process of daily reading, he found out that some topics of American
history were not as abundantly represented in authentic French sources as were some
other ones. For example, it was difficult for him to find information about American
presidents that offered an “in-depth analysis of their contributions” rather than “a
superficial biography” (I2, p.1). He formed the conclusion that people write more about
what surrounds them or is related to their surrounding, and do not pay much attention to
distant personalities, places, or events. “I haven’t really tried but I am sure that there is
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not that much depth in French personalities on American sites either, it’s just what
concerns them more is what they write about” (I2, p.1).
Other observations he made included the difference in organization and layout
between French and American websites. He noticed that “a lot of the French sources
[were] kind of bolded format (…) like an outline, a lesson plan, rather than actual
sentences like in Wikipedia page” (I3, p.3). He also noticed tendencies of differences in
the font, and that those layouts reminded him of the way “American high school teacher
websites” looked. He appreciated their usefulness mainly because he found them to be
unbiased:
I was learning out of those outlines, (…) because they gave bigger ideas
but at the same time they don’t provide that much of a French opinion (…)
When you have full sentences, the word choice kind of gives away the
opinion as opposed to an outline where there is no verb, there’s just nouns
and facts. (I3, p.3)
Through this observation, James reinforced his earlier discovery that statements
were likely to carry the subjective perspective of their authors. He liked that he did not
have to deal with bias when exploration of perspectives was not the object of his
attention. The “outlines” were giving him a break because they appeared to provide only
facts with no opinions.
Although there were advantages related to increasing French language knowledge
and skills, enriching comprehension of historical content, and enhancing awareness of
global processes and cultural differences, the main advantage James identified for himself
throughout the process of reading was associated with his gain of vocabulary and
clarifying some grammatical structures (I2, p.4). He also drew a general conclusion about
the kind of language that could be found in documents available on the Internet:
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The structures that we are using in class are probably more formal or more
correct than the ones you can probably find on the Internet, so the Internet
is more conversational in some articles, which we pick up on when we
read. (I2, p.4)
He did not formulate an opinion about the usefulness of interacting more often
with the type of language he called “conversational” versus “formal” but he did not seem
to prefer either one more than the other. Later in that interview, while he was talking
about the democratic nature of the Internet and modern ways of communicating
compared to ways historical information was generated in the past, an indirect
explanation emerged:
Now, (…) everyone is pretty much a researcher and everyone can create
their own opinion on any subject, but back then access to knowledge was
more limited. For example, to go to another country you had to be a
diplomat, or an intellectual, or some person of relative power. Now, the
group of people who can create their own opinion has grown, and for that
reason the number of opinions has grown as well. (I2, p.6)
The relative ease of accessing information as well as the power to create
information and make it available to others through the Internet provided opportunities
for many people, with or without formal credentials, to engage in this modern type of
communication. This view of the Internet could explain the prevailing “conversational”
language over the “formal” that James had observed. These numerous authors had grown
up in different cultures, with different beliefs, they had had different forms of education,
and they had different reasons for writing what was posted on the Internet. The variety of
available information also had to be considered as one of the reasons why a reader should
not take any text for its face value, but had to carefully evaluate it. By the end of the
eight-week period, James had established a balanced view of the information accessible
through the Internet:
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I don’t think that I found anything that completely contradicted what we
learned in the History class but sort of a different tint to what was going
on. After seeing that, you kind of look at everything from a different
angle. At the same time, you can’t believe everything you read, you can
doubt it but you can’t actively contradict it. (I3, p.2)
The right to doubt everything read seemed to have been, if not created, at least,
reinforced by the daily readings about American history in the French class. James had
overcome his possible frustrations of not being able to easily find on the Internet what he
wanted to find. He seemed to have built a composed stance on the value of documents
representing multiple kinds of opinions and interpretations. He indicated awareness that
the official information he was receiving at school and through the American media had
its own biases, but these biases were part of the way any information existed:
At this point of our education we understand that everything we read is
from the US point of view, so it’s not that the French point of view deletes
what we have learned, it just supplements it as just another point of view
rather than taking away what we have already learned. (I3, p.2)
The outcome of James’s activity, as he initially planned it, included the idea of
accumulating bits of information that would compose a rather orderly mosaic with clear
patterns outlining various culturally determined views. He also expected to increase his
reading proficiency in French, and ultimately to become a better speaker of French. The
outcome, as he evaluated it at the end of the period, did not differ significantly. However,
he articulated additional benefits: he had increased his general awareness of cultural
differences pertaining not only to the cultures as determined by the language spoken in
those cultures, but also by people’s affiliation with different social and demographic
groups. He realized a necessity to evaluate as closely as possible any information he
would access because in the conditions of modern democratic communication,
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information objectivity was not clear-cut, and presenting it objectively might not be
possible at all.
Processes and skills in L2 reading. When presented with the choice of recording
in the learning journal in either French or English language, James chose French. He
scrupulously observed the established class rules of immersion, and did not consider the
option of using English to record as an advantage.
Searching. From my observations, in searching for relevant information James
was one of three students who tried a little more frequently than the rest of the class to
see whether a search engine other than www.google.fr would give some additional
results. When scanning the search results on the screen, he ignored the results in English,
read the titles of the results in French, and depending on his judgment on the possible
content, he opened the sites to check them more thoroughly by skimming through the
menus, headings, subheadings, and hyperlinks. When he encountered a heading,
subheading, or a hyperlink seeming to be more closely related to what he had in mind, he
proceeded to see what information it was leading to. Often, checking the appropriateness
of the information was quick if the text was not consistent with his expectations or
seemed to deviate from his main focus. In the instances when he found something on the
desired topic, he read carefully, took notes while reading, and then proceeded to the next
search result. During the second interview, I asked him how he felt about the searching
process.
I think it’s easy to search for relevant information but it is hard to search
for relevant information that you want. If you want to find something
specific, it’s hard to find it, which is the case even in English (…) it’s a
different style, so it is hard to find things that you want. (I2, p.3)

129
In the broader context of modern society, we, in general, and James, in particular,
were getting used to accessing easily all kinds of needed information. When that desired
information was too specific or authentically not English, finding it was difficult. He
elaborated on the importance of using the appropriate keywords for searching:
Certain words, that you would use or that we understand to be translated
into French probably aren’t. [For example] we used deuxieme guerre
mondiale, but they use seconde, and things of that nature. That makes it a
little bit more difficult in the less obvious cases. (I2, p.3)
In the new context of online searching, James had discovered the semantic
distinctions of synonyms. In this case, both words mean second. However, the French
word deuxième is used when there are more ordinate numbers that follow, while seconde
is used when there are only two items of the kind. In clarifying how to come up with the
most exact keywords to use for the search, he suggested that this was a process that
should not be expected to happen fast.
I think that you have to search a broader topic, then read more about it,
and pick up the terminology that they used and the keywords because
some of the keywords aren’t exactly translated into English or if they are
they are not parallel, so once you get a better feel of those I think it’s
easier. (I2, p.3)
He suggested that time to practice the same type of searching was a necessary
condition to become efficient, but he also added an additional dimension to the process: “
it is hard for me to find information that I want; just the searching for an article is more
frustrating than actually reading it” (I2, p.3). He was seeing the necessity to keep focused
and overcome negative emotions from the lack of quick results in locating relevant
information as essential for the successful final outcome of the overall task. Besides not
being able to quickly find relevant texts to read, there was another circumstance adding to
the frustration: the element of redundancy.
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Since we have history every other day but we have French every day,
sometimes we have to look up the same thing two days straight, which
becomes difficult because the information becomes redundant. I think
that’s the only thing that could possibly be difficult. (I2, p.5)
James did not describe the slow process of finding relevant information as
difficult, he called it “frustrating”, but he did describe the process of coming up with
relevant content aspects to research as difficult. The frustrating search for the precise
keyword was related to something intrinsic: his notion of acquisition of French language
and to his self-evaluation as being in the process of learning it and becoming better at it;
whereas he attributed the experienced redundancy to something extrinsic: the time
allotted for the reading sessions. He did not view frustration as a difficulty, but he
emphasized that the redundancy was “the only thing that could possibly be difficult” (I2,
p.5).
Reading comprehension. Searching may have seemed relatively easy at first, but
in the process it had turned out to be more complex. Being so time consuming, it
interfered with James’s initial views on how much time should be devoted to reading.
“We probably spend our time inefficiently. I think probably too much time is spent trying
to find articles and too little spent in actually reading the article, which might be a
problem” (I2, p.3).
While reading a selected text, James was making connections to what he already
knew from his History class. He thought that for the successful understanding of the
content having a historical background knowledge was more important than having good
French language skills: “I think [having a base in history] is probably more important,
more essential than having a good French base because you usually make out what the
general idea is” (I1, p.3).
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He organized his process so he could efficiently predict: he was setting his own
goals by diligently formulating in his learning journal at the beginning of each session
what he wanted to learn about and, at the end of each session, how he wanted to continue
exploring that topic next time. Often, the goal he had formulated at the end of the
previous session and the recorded focus of his work during the following session did not
match very close, most likely due to clarifications that occurred in the meantime during
the History class. Subsequently, he made adjustments to his previous goals for the
session, but he maintained his general focus: “once you told us that we had to find two
opposing views, I made a point to go out and look for those opposing views” (I3, p.5-6).
James thought that he had another skill related to prediction that helped him the
most to be able to read French authentic texts:
My ability to assume. I’m not sure if that counts as a skill. For those
phrases and grammatical structures I am not familiar with, if I can’t
parallel it with some structure in English I just read around it and see what
would make the most sense to fill in the blanks. I guess this could be
detrimental or counterproductive and wrong, but it’s usually pretty clear.
(I2, p.6)
Because James possessed advanced language skills he allowed himself to
“assume”. Once he started reading, he rarely paused to ask himself surface questions
(who, what, when, where), because most of the time those questions were becoming clear
for him in the flow of reading and many of them were closely related to previous
knowledge in English. Often those questions appeared at the beginning of his daily
learning journal entries for example: “Qu’est-ce qui a commencé la révolution
industrielle?” [What started the industrial revolution?] (JW1, p.1), or “Quelle était la
raison pour l’assassinat de William McKinley?” [What was the reason for the William
McKinley murder?] (JW2, p.2), or “Comment a fini la Première Guerre mondiale?”
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[How did the First World War end?] (JW4, p.2). Deep questions appeared during the
process of reading and at the end of the daily entries. An example was: “Que pense
l’auteur à ce propos? [What does the author think about this?] in relation to an article
discussing the sinking of Lusitania at the beginning of World War One, in which James
detected discrepancies between, on the one hand, the overall content of the site
(www.herodote.net) corresponding to what he knew in advance, and on the other hand,
the underlying tone of the specific article (JW5, p.1). Another example “Quel était l’effet
de l’entrée des Etats-Unis dans la Première Guerre mondiale?” [What was the effect of
the United States’ entering World War One?] (JW4, p.2) shows that he was concerned
not only with historical facts but also with the evaluative aspect of the author’s
interpretation.
James wrote down some new vocabulary words, which he had encountered and
wanted to remember. He clarified new vocabulary either by guessing the meaning of
words from context and by identified affiliation to cognates in English (I1, p.3) or other
known French words, or by looking up words in the online dictionary on www.tv5.org .
In the second interview, he shared that he had not encountered serious problems with the
language but if he had difficulties in clarifying the content, he would “refer to some site
that is like Wikipedia where it’s very basic knowledge, try to gain a more structured base
of knowledge, and then try to go back and read it” (I2, p.7).
Toward the end of his daily journal entries there were one to three statements
summarizing main ideas from the articles he had read. For example, during week eight,
his summaries after reading about the World War Two treaties were the following:
Après la guerre il y avait une crise de surproduction ; Jean Monnet a créé
une organisation qui avait comme but de gérer le charbon et l’acier de la
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France et de l’Allemagne. [After the war, there was an overproduction
crisis. Jean Monnet founded an organization the goal of which was to
manage the coal and steel in France and Germany.] (JW8, p.1)
Evaluating. Sometimes, these summaries were followed by evaluations of the
information in the specific articles; sometimes an evaluation of the website followed. The
aforementioned summaries were immediately followed by an evaluation of the quantity
of located and accessed information as well as by a supposition providing a possible
explanation for the limited quantity.
Il n’y a pas beaucoup à ce sujet, peut-être parce que c’était les Trois
Grands (Staline, Churchill et Roosevelt) qui ont décidé le futur de
l’Europe, pas les Français. [There was not much on this topic, maybe
because the Big Three (Stalin, Churchill et Roosevelt) decided Europe’s
faith, not the French.] (JW8, p.1)
In assessing the trustworthiness of the accessed information James took into
account the reliability and authority of the texts. Often, he recorded whether the text was
easy to read: “Très simple, peut-être parce que la question est simple. [Very simple,
maybe because the question is simple.]” (JW1, p.1) or “Pas difficile à comprendre [Not
difficult to understand]” (JW6, p.2). Other times he recorded whether it confirmed or
contradicted what was in the History textbook or on American websites: “pareil à ce
qu’on apprend dans notre classe d’histoire [similar to what we learn in our history class]”
(JW7, p.1).
or
“Il n’existe pas de point de vue évident; toutes les informations sont très
objectives parce qu’elles sont des faits, pas d’opinions. [There is no
specific point of view; all the information is very objective; maybe
because all is facts, not opinions.]” (JW2, p.1)
or
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Les sites américains sont pleins d’informations à propos des fêtes qui ont
suivi la fin de la guerre, pourtant on n’en trouve pas aux sites français.
[American sites have a lot of information about the celebrations that
followed the end of the war, however, such information cannot be found
on the French sites.]” (JW4, p.2)
James did not expect to find only highly scholarly information, and in the process
of reading he confirmed his ideas of people’s right to publish their opinions on the web.
“Now, (…) everyone is pretty much a researcher and everyone can create their own
opinion on any subject” (I2, p.6). He welcomed the possibility that different authors had
to publish on the Internet, and he perceived the availability of various texts as
opportunities to explore other perspectives while keeping in mind that some of these
perspectives were presented in more reliable ways than others, and some authors carried
more authority than others.
Motivation for extensive reading in L2.
Curiosity. At the very beginning of the reading sessions, James articulated a
desire to improve his French language skills and to find real-life application for them: “I
like to stay aware of what is going on but I also want to learn French” and “I think it
would be good to talk, to speak, because now I am just reading it, so if I could speak to
my pen pal as opposed to just writing to him, that would be good” (I1, p.1). “Stay[ing]
aware” indirectly identified an ongoing gap of knowledge, the existence of which he
perceived as normal as the desire to fill it. Although this particular interview segment was
referring to reading the current news, it could be indicative of a similar kind of curiosity
related to past historical events. Being interested in “what is going on” meant being
interested in learning more about the context in which events occur, be they in the present
or in the past. He also was curious about speaking with his pen pal and exchanging ideas
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that would allow him to learn more on several levels: about his pen pal, about events
happening in France, and about attitudes in France toward world events.
He viewed the upcoming eight weeks of authentic French readings as potentially
providing opportunities to fill gaps in his cultural knowledge. He was anticipating “to
look at how the French view things or more controversial topics” (I1, p.1) rather than to
learn completely new factual content. In this sense, when during the second interview in
the middle of the period he made the statement about the content he was accessing in
French, “it reinforces what we already know but it doesn’t necessarily introduce
anything new” (I2, p.2), he did not perceive the lack of new factual information as
something impeding his curiosity. The use of the word “necessarily” indicated
uncertainty, or a knowledge gap, regarding possible existence of alternate views on the
historical topics of study.
When in a few isolated cases he stumbled across unexpected facts, indirectly
related to the topic of research, he pursued their clarification. Such was the case when he
learned about the Panama scandal in France, which he qualified as “a specifically French
thing” (I2, p.2). He was looking for information on the construction of the Panama Canal
by the United States, but he came across information involving France. He was curious to
learn what France had to do with that, and he read the document explaining why France
failed to do the construction of the Canal.
James was curious about the French perspectives on the American presidents, but
he was disappointed by not being able to find authentic in-depth information produced by
French authors. Ultimately, he came to a conclusion that he would use French language
resources in the cases when he wanted to learn more about something relevant to the
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French culture and life. This and other similar instances confirmed his stance on using
French resources for extensive reading for the future:
“In French class we learned about different festivals like that music
festival every year on the streets, so I am sure I would find information
about it, and if I wanted to learn more about that, I would look it up in
French rather than in English.” (I3, p.7)
Not just mentioning possible future ways of applying French language for out-ofclass self-directed learning, but also providing explanations for those possible uses was
an indication of his stimulated sense of inquiry: he based his statement on logical reasons.
James’s curiosity was displayed by combining his own topics of interest with his
diligence in completing assigned tasks.
Relevance. The extensive reading that was talking place during French class was
relevant to James in three directions: as providing a real-life application of his French
language skills, as enriching the historical content studied in the History class, and as
presenting opportunities to learn about French perspectives. In terms of relevance to
language learning and application he appreciated “reading more stuff because you know
more, not even the content, but you have just more experience with the language in
general” (I3, p.1-2). While doing the daily reading, he noticed improvements in his
comprehension related to vocabulary knowledge: “I guess the French vocabulary that
they use has become easier” (I2, p.4). He described the reading as “productive” even at a
moment when he was sharing his frustration about the upcoming AP French exam. “I
think that it’s not a question of whether the research itself is productive because it is
productive, but it’s the opportunity cost” (I2, p.7). The opportunity cost he explained as
“things that are related to the AP exam” (I2, p.7). He would have liked to spend more
time directly preparing for the exam by doing activities in the exact format of the exam.
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Another aspect of the reading that he liked was the convenience of combining language
learning and content learning: “I think it’s pretty useful, because I have learned more
things about history while developing French” (I1, p.2).
The only disapproval of the ongoing reading task that I detected was about its
aspect of recording reading strategies. He thought that was not a task suitable for the
length of the period. He shared his dislike of having to “write the same thing every day:
unknown words, or what search engine [students] used” (I3, p.1-2). He expressed
appreciation for switching the recording task because it required “to make an effort to
read and to understand what was going on” (I3, p.1-2). The relevance for him was
coming from what he wanted to learn, and not what strategies he was using in order to
learn. “I think once we switched to writing down content rather than strategies that
became more useful or more active” (I3, p.2). He connected the task becoming “more
useful” with becoming “more active” because he perceived usefulness as an attribution to
activity. If the task required active thinking, the task would qualify as more useful.
Writing down strategies appeared to him as redundant, requiring decreasing mental effort
over a period of time, and therefore not as useful.
While he was recording strategies he was not retaining the information he read. “I
retained a lot more during the second part just because I was looking more to retain” (I3,
p.2). It was important to James to perceive the task as relevant: not only did it have to be
connected to content, but also it had to be as focused as possible. Besides the modified
focus of activity recording, an additional task was assigned: to look for differences of
interpretations and to choose some instances of such differences for an essay in French
language that was to be composed in class. He wrote a well-constructed essay with
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clearly explained points of divergent interpretations and his own conclusions. The
integration between this writing assignment in the French class and the topics of study in
the History class appeared natural and relevant to him:
I picked a topic that I knew would be controversial, but other than that I
didn’t go out and look for any contradictions purposefully; I just went and
looked for whatever we were doing in history class. (I3, p.5)
To my question about what he would have done if I had not given that additional task, he
replied that he was not sure, but he supposed that he “would have looked it up and
wouldn’t have really paid as much attention to it” (I3, p.6), because he would have been
looking for “a more general idea rather than specific details about why they are different”
(I3, p.6). He seemed pleased that through this assignment he had been asked to focus
more; he had found it to be meaningful because it corresponded to his goal of learning
more in-depth about the differences in cultural perspectives. The level of challenge in the
essay had corresponded to his perception of what was adequate to his knowledge and
abilities in both areas of French language and historical content.
Confidence. James always set high expectations of success for himself. He rarely
voiced those expectations, but I could recognize his expectations in the steady
engagement with the class activities, and the extensive eight-week reading activities were
no exception. All the students had previously done Internet research on individually
chosen topics for the French class, therefore the searching and reading involved in this
last task were not new and unfamiliar for them. At the beginning of each daily session,
James needed just a few minutes to concentrate and come up with the research topic for
the day. Sometimes, he had already thought of it and was ready to start searching online.
He appeared to be in control of his actions.
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During the initial interview, he shared that he felt comfortable reading authentic
French texts about topics that deal with American history (I1, p.3). As the main reason of
his comfort he pointed the great amount of cognates: “Usually the main words that are
necessary to know are pretty closely related to the English ones” and “ I think the main
words that you need to know are easy to recognize” (I1, p.3). He had built the skill to
easily identify cognates and figure out words from the same family. After the first four
weeks of reading, when he had accumulated more experience in such reading, I asked
whether he was finding some texts to be too difficult. He continued to display the same
confidence:
Not really, I think for the most part, like I said, for the grammatical
structure you can be either familiar with it or you can assume; the
vocabulary – I think most of it is modern French so I don’t [find it
difficult]. (I2, p.6)
His confidence was not only in regards to the vocabulary with which he was
sufficiently accustomed, but also to the grammar. He stated that “you can be either
familiar with it or you can assume”, and this statement revealed two layers: great
grammatical knowledge that could be easily applied and great confidence in his ability to
infer grammatical meaning. He also used “you” instead of “I” making the statement
sound like a general truth.
Besides feeling confident in his French language skills, James felt at ease with his
historical knowledge. In trying to decide which skills are most necessary for the
successful completion of the reading task, his first pick was content knowledge. “I think
the base in history should be pretty strong because it is easier; you feel more comfortable
if you already know what you are reading, or have an idea about what you are reading”
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(I1, p.3). Like in many other instances, the use of “you” indicated confidence in the
validity of his statements, which he had confirmed in his own experience.
As far as the need for having specific skills for online reading versus normal book
reading, our conversation went this way:
James – I don’t think so, I think it should be about the same.
Interviewer – Or maybe you are so used to it that you [do not notice the
difference]?
James – Right. [laughter] That’s probably a good idea too.
Interviewer – Do you think you have those skills?
James – I think I have enough of those skills. (I1, p.3)
James had the confidence in all the possible skills and knowledge that were
necessary for the task, whether he could identify them right away or not. He was
comfortable in his relationship with me as well: during our conversation, just like in the
rest of the interviews or any other time over the period of the school year.
Satisfaction. Despite some indications of partial disapproval related to the
recording of the work in the learning journals, the degree of satisfaction, which James
felt, was generally high. He was consistently satisfied by his achievements in the area of
language use and language learning. During the second interview, he identified gains in
vocabulary and grammar: “…just picking up the vocabulary in general [has become
easier]. And some of the grammatical structures have become more clear too” (I2, p.4).
By the last interview, his perception of language gains had transformed by growing from
the lexical and grammatical level to the broader and deeper pragmatic level: “I feel like I
am learning more about the language rather than specific grammar things or any specific
vocabulary, just the flow of the language, the eloquence” (I3, p.1-2).
His expectations for historical content learning were primarily in the area of
different interpretations of the historical facts, rather than in the facts themselves.
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Although he had learned some new factual material, he felt that it was relatively
insignificant, and such an outcome corresponded to his expectations. In talking about the
general organizational characteristics of French websites he had found, and the outline
format he had noticed in many of them, he acknowledged: “[…] a lot of the stuff that I
was learning out of those outlines, which I guess, is kind of good because they gave
bigger ideas” (I3, p.3).
The ongoing reading task had been welcomed at first and, subsequently, it had
met his expectations for subject area integration: “I think it’s pretty useful, because I
have learned more things about history while developing French” (I1, p.2).
The only aspect that did not provide complete satisfaction was related to
recording reading strategies for longer time than he deemed necessary. He found useful
recording those aspects of the work that were focused on specific content (I3, p.1).
The main reason for his satisfaction from the change of focus was his estimation
of the knowledge he had retained as a result of it: “I retained a lot more during the
second part just because I was looking more to retain” (I3, p.2). He inferred that the new
task focus had impacted the final results of his work because he had positively modified
the focus of his goal and expectations.
Volition and self-regulation. Generally, James possessed the capacity to stay
focused, and he usually succeeded in identifying various levels of usefulness in anything
he was doing. He was usually displaying a strong will to apply the best quality of work
that he was capable of, and to achieve maximum results that would satisfy both him and
his teachers. During the eight weeks of online reading sessions he exhibited the usual
traits related to his strategies to learn, to avoid distractions, and to solve problems. His
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learning strategies were characterized by scrupulously following teacher’s directions,
paying close attention to content and making connections with existing knowledge,
guessing and confirming meaning of text, and evaluating what he had read. In terms of
following directions, he had expediently come up with relevant topics to research; he had
used the allotted time in the lab efficiently, and he had documented all the requested
information in the requested way.
James did not experience distractions to his learning other than the worry related
to the upcoming AP French Language exam, with the format of which he felt unprepared.
I think that as much of time as possible dedicated to the AP exam at this
point would be helpful but at the same time I understand that we can’t be
spending an hour every day preparing for the AP exam because wee have
other things to do. I want as much preparation as possible, but I also don’t
want to give up other parts of class. (I2, p.8-9)
His goal for learning from the reading sessions was competing with his goal of
presenting himself in the best possible way on the exam. Although he was worried about
the exam format rather than about its content, such a distraction had created unwelcomed
anxiety. He sought a solution of the problem by promptly discussing it with me. In our
conversation on this issue, I explained my plan for the coming weeks prior to the exam,
and he felt reassured that my planned schedule of activities would satisfy the needs for
preparation.
In all the interviews, I attempted to figure out whether the participants were
experiencing some kinds of difficulties. The only difficulty James mentioned was related
to the difficulty of finding desired information. He never mentioned difficulties related to
the French language or the historical content. When I asked him to place himself in a
hypothetically confusing situation, he came up with a supposition:
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I guess it depends on what kind of confusing. If it is content confusing, I
would probably refer back to some site that is like Wikipedia where it’s
very basic knowledge and try to gain a more structured base of knowledge
and then try to go back and read it. (I2, p.7)
His proposed solution was integrating approaches that were very relevant to the
immersion nature of the class: referring to other, less sophisticated resources without
reaching for help in English, obtaining the necessary basic information, and returning
back to the difficult situation equipped with more adequate knowledge for achieving
comprehension on one’s own.
James indicated high values for all of the components for motivation. Throughout
the eight weeks, he was focused, and the two essays he produced showed deep
understanding of the differences in perspectives, personal stance on the discussed issues,
and highly sophisticated, accurate, and appropriate French language use.
Summary. Overall, by actively using his advanced proficiency in French, and his
inquisitive approach to learning both the language and the content, James sought
theoretical and pragmatic knowledge and skills through the connections he made and the
practical use he underwent. His internalization of the task was characterized by active
engagement in seeking clarifications and details about historical events and deep
exploration of perspectives. The mediating tools he used: exclusively French language,
multiple search engines, online dictionaries, and own background knowledge, effectively
facilitated his processing. In evaluating his sources of information, he paid particular
attention to their reliability and authority. The motivation that drove his activity was
marked by intense curiosity in both history and French and high confidence in his
knowledge and skills in these two domains. He found direct relevance of the task to the
improvement of his knowledge, and indirectly to maintaining his high grades in the
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respective courses. Although his satisfaction from the extensive reading was high, it felt
short of reaching the highest levels because of the timing of the task causing him to
experience some tediousness related to exploring the historical content combined with
some frustration related to his perceived deficiency in pragmatic exam preparation.
Despite any distractions that such feelings of frustration might have caused, he remained
focused and worked alone with the occasional help of the online dictionary in order to
achieve the best learning results he could envision.

Emily
Emily’s plans for post-secondary education were in the field of law, either
criminal or international. She had selected Math Studies, Chemistry, Economics, and
French in the IB areas of choice. She was planning to take the Higher Level French in
12th grade without committing to the Higher Level Exam. The extracurricular activities in
which she participated were Peer Mediation, Model United Nations, and Student
Government. She ranked 65th in her class of 469 with a GPA of 3.125 on a four point
scale, and 3.833 on a weighted scale. She did not particularly like history as a subject,
and sometimes made comments suggesting a desire for the history class to be more
interesting. Her French language skills were at the Intermediate-High level. On the last
National French Contest in March she had ranked 21st in the nation and 16th in the state of
Georgia. At the IB Standard Level French Language, she achieved a holistic score of five
out of seven, with an analytic score of 24 out of 40 on the interactive reading component,
resulting in a holistic reading score of five out of seven. Her score on the AP French
Language exam was three out of five.

145
Internalization of task.
Attitude toward the French language. Emily had said many times that she liked
the French language, and she possessed a good pronunciation, but I did not have any
indications that she would try to use French outside of class. She never expressed interest
to be member of French Club or French Honor Society, but in her junior year she decided
to apply for the Governor’s Honors Program in French, a six-week highly competitive
state-funded summer program, for which she ultimately did not qualify. In the first
interview when I asked her to describe her experiences in using French outside of class,
she seemed surprised by the question: “Outside? You mean just general?” (I1, p.1), and
then she continued telling me about enjoying listening to one student, a native French
speaker in the IB program: “It’s always nice to hear her speak French outside of the
classroom… when I hear French I get excited” (I1, p.1). She added that “sometimes on
occasion, when [she] watched movies, [she] liked to put the words in English but the
subtitles in French”, and that she had “done that a couple of times at least” (I1, p.1). She
also shared that at home she listened to the songs we listened to in class and added:
“probably not as often as I should” (I1, p.1). Lastly, she said she talked to her French pen
pal (I1, p.1). Her description of her use of French language outside of class suggested
little interest in initiating such use independently. In the rare occasions when she did so,
the effort seemed minimal and she seemed satisfied by the result. By saying “not as often
as I should” she demonstrated both her notion of what would be considered right by a
teacher and her readiness to take responsibility. In my observations of her behavior
during the three semesters I had her in my classes, I came to the conclusion that she was
inclined to pragmatically do what would contribute to scoring points for her academic
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image, but she did not allow herself to be curious in areas with little prestige. She had
shared in class that her mother was a very authoritarian figure in the family, and often she
had no choice but to comply, which provided me with some explanation for her idea of
what she should do.
One day I plan on going to France and I just feel like it’s better to be a
little more cultured, just be more prepared…. I just sometimes like to
listen to the music and look at the lyrics and what they are talking about
and the atmosphere of the song. There are other things that I probably
should do, like I probably should just practice more vocab in general. I
went to a French bakery, I don’t know if that counts, I went there to eat
with [friends], and we had some chocolate thing, but all the words were
French in there. I probably should do that a little bit more. (I1, p.2)
She planned on going to France one day and she prepared for that. She did not
express excitement of the hypothetical immersion in the French culture, but she prepared
for it in a studious, unemotional way. When talking about just sometimes listening to
French music, she seemed to apologize for not using her time to memorize vocabulary,
and she offered an excuse: through the context of the lyrics she was learning about the
culture. When mentioning her visit to the French bakery, she was not sure whether that
counted, thus suggesting that she perceived some activities to be bringing face value to
some objective system of values whereas others did not. Her use of should on several
more occasions confirmed her dependence on external rules that she felt expected to
follow no matter how personally relevant she viewed them.
In the last interview, she touched on the issue of showing people one’s ability to
read in French. When I asked her how important such ability was for her, she said:
I think it’s more like a pride thing, for example my grandmother, because I
am second generation Ghanaian…. It’s nice knowing that I can speak
French to my grandmother because she is really impressed by the fact that
I can speak French, she is always asking me to say something. So, just
having another aspect of culture, and hopefully one day I will learn Fante,
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so I’ll have three languages, yeah! So it is kind of important to me. (I3,
p.5)
The importance of learning French was determined by the views of other people
in Emily’s life. She saw French language as a way to fulfill the expectations of authorities
around her maybe more than as a way for personal enrichment.
Attitude toward the French class. In the previous year when I had Emily in my
French class, she often talked in English off task with her classmates, but during this
junior year, she was much more attentive, actively participating in classroom activities,
and rarely used English with peers. Her French language often contained errors but she
usually was able to communicate fairly complex ideas.
She approached the work related to French class and other exams in French as
separate obstacles for which she had to prepare in a decontextualized, book-driven way.
For example, during the period when she prepared for the Governor’s Honors Program’s
series of interviews, she enjoyed practicing vocabulary with “some vocab cards with just
verbs and then irregular verbs and just words, and there were hundreds” (I1, p.1). Those
cards were given to her by a classmate who found them but did not need them because he
was taking Spanish (I1, p.1). She did not mention looking for and finding real-life
resources to prepare for those interviews, such as accessing online information pertaining
to her personal interests, but she was happy to use flash cards that corresponded to her
idea of adequate language learning. Her interest in learning French appeared to be driven
more by a desire to achieve a targeted score than by a desire to achieve control of the
language. She rarely considered initiating and undertaking actions that would not lead to
direct numeric indication of her knowledge: “If there is a writing assignment that you
gave, and checked, and graded, sometimes I might look back and try to correct my

148
mistakes” (I1, p.1). She saw learning from her own mistakes as meaningful, but rarely
initiated it if it was not part of class requirements.
She acknowledged the gains she made in French but she attributed these gains
primarily to practicing for specific exams, although she recognized the role of everyday
meaningful classroom communication:
I learned to speak more fluently just in general, whereas it’s not writing
and vocabulary words, it’s just learning by hearing it…. And we also do
writing and listening activities when we practice for the National French
Contest, and then the IB exam practice. (I1, p.2)
At the end of the school year, before the high stakes AP and IB exams, a portion
of the class time was dedicated to individual work on self-identified grammar needs
through the exploration of a literary work. Emily was aware of her weaknesses: “I know I
need a lot more help in the grammar section in determining where and when to use all of
the tenses like subjunctive and conditional, passé composé and imparfait and plus-queparfait” (I3, p.1). She could easily enumerate the tenses’ names but she had trouble with
their specific use, which suggested an approach that contributed to compartmentalizing
and decontextualizing of her knowledge rather than to its integration for real-life
purposes. Despite the explicit directions of that assignment to focus on grammar
application, she chose to focus on vocabulary. When I asked why she made such a
decision, she replied:
I chose the vocabulary because I also need help in that, and it’s sometimes
easier to know more vocabulary than grammar because at least I would
have something to say. That’s how I see it: just knowing what to say
versus knowing the best way to put it. So I just chose vocabulary but I
should probably work on the grammar as well. (I3, p.1-2)
This statement illustrated several of Emily’s characteristics as a learner. She tended to
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choose what seemed easiest to her, especially if there was no numeric assessment directly
attached to the task; she preferred to focus on lexical aspects that have some meaning
even without context, and she attributed unequal importance to vocabulary and grammar;
she was uncertain in her own choices and made that evident by the frequent use of I
probably should.
Internalizing the task as related to French language and class. Emily was not
happy about the integration of French and history. She saw integrating historical content
that was directly related to the History of the Americas class as a threat for the pleasant
time she usually had in the French class, especially since the specific historical content
studied at the moment was directly related to the United States:
Personally, I don’t really understand why we are doing the history part,
but I am not going to say anything because it’s your classroom. There
probably could be some value in it in the future, or maybe for the activity
we are doing right now, to see the French perspective on things about
history in the United States or worldwide, I guess that has some value in it.
(I1, p.3)
She did not rebel against the reading sessions but she made it clear that she did
not enjoy them and, if she could, she would gladly replace them with the usual French
class activities. In looking for explanations of such integration she recognized some value
in learning about other countries’ perspectives on historical events, but she was reluctant
to give much credit to such a way of learning.
During the second interview, Emily admitted that there could be more beneficial
aspects to the reading sessions: “It’s pretty beneficial to be able to do that reading every
day, and it’s helping us to develop better skills in reading the French language” (I2, p.1).
The upcoming AP and IB exams contained substantial reading comprehension sections,
which led Emily to reconsider her initial evaluation of the reading sessions; she realized
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that despite being on historical topics, the readings provided practice for the exams.
Additionally, texts on historical topics were possible on either exam. She had started to
discover positive aspects, and I asked her to describe a surprising instance during the
reading sessions. She stopped to collect her thoughts for just a moment, and described a
moment of disbelief that was related not to content but to her reading comprehension
skills:
One time I read an article that was really, really difficult and I could not
understand why some articles could be that difficult and some easy.… I
guess, it was the amount of vocabulary that I didn’t know in that specific
article.… Obviously, there is going to be some difficult words but [I
should] be able to figure out what hey are saying just by connecting words
from the difficult words, but it wasn’t that at all, I couldn’t figure out
anything, I had no clue what they were talking about. That was pretty
surprising for me but it doesn’t happen very often. It has only happened
once or twice. (I2, p.4)
Emily appeared shocked by the discovery of such differences in levels of
difficulty and her insufficient reading comprehension skills. As much as she seemed
shocked by her discovery, she appeared confident that such levels of difficulty would not
be on the exams. By saying “it only happened once or twice” she admitted that it may
have happened more than once, but by not remembering how many times, she overruled
the personal importance of the discrepancy between the text difficulty and her reading
skills.
Although Emily was always trying to follow the rules at least formally, in the
computer lab she engaged in side conversations with her peers more often than during the
regular class time. Sometimes those conversations were in English and often they were a
little louder and a little longer than appropriate. Here is how she explained such behavior:
I guess because I felt that it wasn’t that much of a classroom setting and
you weren’t talking and it wasn’t like I had to pay attention to someone
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else and to absorb information, I was on my own time to write down
things that I needed to know personally, I felt like I didn’t have that much
of a constraint to pay attention, so I don’t remember something specific
we were talking about but in class, normally if you were talking and I
needed to pay attention I probably wouldn’t turn around and have a whole
conversation because that would be rude, but I figured since we were in
the computer lab and there was no one talking, I had more freedom, even
though I knew I needed to pay attention, but I figured I can get it done in
the amount of time we had and still be able to talk. (I3, p.6)
The rules in this case were different for her because instead of being in the usual
classroom, we were in the lab; instead of having to follow one person’s talking, everyone
worked on his or her own pace; instead of obeying instructions about what to look for,
everyone was making personal decisions about what he or she needed to know. She
perceived her freedom to choose the texts to read as freedom to choose how much
attention to pay. Her rather low interest in the historical topics and her effortful reading
comprehension contributed to the decision to engage in conversations with peers rather
than to engage in individual reading. She did not perceive starting conversations in such
individually determined context as rudeness, otherwise she would not have allowed
herself to do so. And finally, she viewed the task more as quantity rather than quality: the
reading session lasted a determined portion of time, she had to find some text on a topic
more or less determined by herself, and to write something acceptable in the learning
journal. In order to be certain that she could “get it done in the amount of time”, she
could not have had high expectations of quality. However, she was satisfied with her
level of observance of the task and confident that she acted within the established rules.
Emily was focused on assessments. She was worried about the second written
assignment I gave about differences in perspectives observed while reading self-selected
French historical documents online: “I put a lot more examples in the first one because I
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forgot that we were doing more than one. I didn’t want to have the same exact
[examples], so I tried to think of something different” (I3, p.1). The time between the two
written reflections based on what the students had read was four weeks, sufficient time to
encounter new examples of differences. However, she found it difficult to write about
new ideas, suggesting that by having forgotten about the second writing, she omitted to
reflect on her readings and to retain relevant examples. She did not find having access to
her learning journal helpful, meaning that she did not or could not use what she had
recorded in it. Forgetting about the second writing meant that because she assumed there
would be no more assessments, she could afford to no longer pay close attention to the
reading, just do it superficially and act as engaged.
I also wanted to know whether she might decide to access French online resources
at home on her own for either another academic subject or for personal interests. She
recalled one instance:
One time, I did some research on Madame Bovary because we were
reading it in English, and I looked it up because it is originally in French,
so they had it online in French. I didn’t read it, I didn’t have the time to
read the book in French but I did see it. (I3, p.4)
Emily’s decision to look up the literary work was incited by the need related to
another course. She made the connection that the original literary work was in French and
she was curious to see what she could find online in a language that she was able to read.
She saw that the whole book was available to read in French online, but she did not read
any parts of it. Her reason for not reading was the lack of time. It was not clear what
exactly she was looking for when she searched for the novel online and what she learned
from finding the book online, but apparently she was satisfied by the fact of seeing it. In
this regard, the reading sessions for history were not completely irrelevant for her as
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pertaining to the area of French language and French class. Most likely, they would have
made more sense if the historical topics were related to the history of francophone
countries.
Internalizing the task as related to History class. Initially somewhat disappointed
with the specific integration of the French and history classes, Emily found relatively
more relevance to the history class rather than to the French class: “It helps more with the
history class but I don’t think with my French class” (I2, p.1). Although she
acknowledged some relevance to the French class in “helping us to develop better skills
in reading the French language but mostly history would be the subject that it contributes
to” (I2, p.1). She was looking for ways to make her history class more interesting,
because she found it to be overly repetitive, and she had expressed the same opinion
several times prior to beginning the reading sessions: “[In history class] we tend to be
really, really repetitive with the things that we learn because with history it’s just
memorization of facts, so [our teacher] does tend to repeat, and repeat, and repeat” (I2,
p.3). Since she perceived history to be mainly concerned with memorization of facts,
which she did not like but she wanted to exclude the possibility of such dislike to be
viewed as disrespect toward an academic subject, she searched for reasons to convince
herself that the reading sessions were useful for her:
I think [such a reading] helps a lot when you try to determine how
different parts of the world view that event that happened in America
because obviously we know about it because this is our history, but it’s
pretty cool to see how French saw something that they weren’t even a part
of, or that they were viewing from the outside perspective. I think it helps
in history to have those different types of perspectives. (I2, p.1)
Becoming aware of the existence of different perspectives, looking for them,
analyzing them, and drawing sustained personal conclusions were part of the teaching
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goals of the IB curriculum and the history teacher. Emily perceived knowledge about
such perspectives as valuable, and made sure that she had a few such different
perspectives in store.
Once I was looking up the Watergate scandal, it was something, it was a
president, something that happened with a president, he resigned or
something like that, and I remember some of the American articles were
more focused on the details about American congress and how that
affected the event, but the French were more kind of standard: “oh, he
resigned because he was doing this specific thing”, whereas with the
American articles it was more like congress sticks more to the American
laws. (I2, p.1)
Despite the supposed repetitiveness in the history class, Emily seemed unsure
about the specific historical event that the Watergate scandal represented although it was
a historical event of primary importance. Not only was she hesitant about the historical
event, but she was also very vague in describing the differences she had observed
between the American and French articles. If she had known the Watergate scandal in
more detail, she probably would have caught and remembered more specific aspects of
the different interpretations. She spoke with a confident tone apparently intended to
compensate for the lack of deeper knowledge. Later, on a few more occasions in the
interviews and in her writing assignment, she talked about the different focus in the
presentation of the same historical event in French and American sources, but I built an
impression that she was confusing the Watergate scandal with the Whitewater scandal.
Never in the interviews or in her writings did she mention the name of Nixon but she did
mention the name of Clinton referring to a resignation from the presidential post (I3, p.7).
In talking about the Watergate scandal she mentioned that the president had an affair with
a woman and resigned because he lied to Congress about it:
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The only controversial thing maybe would be, like I said, the president. He
had resigned because of the controversy that was happening in America
and it was because he had had the affair with some women, and I
remember reading it in French, and they were only talking about that as
the only reason why he had resigned whereas in America that is not really
the viewpoint; that was obviously a big portion of why, but it was mostly
because of the lying that he did to Congress. There were a lot of other
things, so it was kind of strange to see the French saying this is why and
that’s it. Even though that’s not really true. (I2, p.4)
Not being truly interested in the subject of history, but aiming to comply with the
requirements and expectations, she was digging out of her memory pieces with which to
construct a logical story. In case she was cognizant of the fact that she was making a
collage of events, she may have felt comfortable telling me this story because she
assumed I did not know enough about American history. I concluded that she was trying
to present herself in more favorable light than equivalent to reality on several levels: (a)
being knowledgeable about the historical content, (b) executing the reading session task
to find and read appropriate documents, and (c) drawing conclusions about possible
interpretation differences based on sufficient material. I was not sure of the degree to
which she believed herself, and the degree to which she distinguished between her real
knowledge and what she articulated to save face. Whether that façade was placed
consciously or subconsciously, it was intended to conceal her unsubstantial content
knowledge and her low interest in increasing it.
She expressed dissatisfaction from the slow pace of studying events in the history
class and the pace’s implications transferred to the reading sessions in French. Along
with maintaining the impression of working diligently, she searched for an objective
excuse for my suspicion that she only simulated engagement with the task.
It’s not like every day we have something new or we are learning a whole
new event; it is usually the same thing that we have been learning for over
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a week and the next week we move on to something else… So it is kind of
difficult to go online and search, weave through and find something
because you don’t want to have the same topic everyday. (I2, p.3)
Emily’s history teacher was the one who actively encouraged his students to share
what they had read in French about the topics of study. She seemed to appreciate his
involvement. Similarly to the way she talked about other aspects of the reading sessions
as curriculum integration, she did not mention specifics when she addressed the history
teacher’s collaboration in the extensive reading in French:
He was really interested in this project. Sometimes he’d ask what we were
researching or how was the project going and we would talk about it. He
used to ask how are the French articles different from the American
articles so we would talk to him sometimes about that. I think that was it
in the history class, we were able to really [say] that “oh, we did this topic
in French as well”. (I3, p.7)
In her efforts to be a good student, Emily seized the opportunity to say something
she perceived as important: she made a reference to the French class as meaningfully
related to the history class. The topics explored during the reading sessions were
supposed to follow the topics of study in history, and therefore discovering a topic in
history class that was already touched on in the French class was not very likely. Emily
was presenting events with approximate accuracy backed up by the steady flow and
convincing tone of her speech.
When during the last interview I asked her whether she found the reading sessions
to be useful for historical content learning, she replied: “Yes, just for the sake of
repetitiveness” (I3, p.3). By the straightforward “yes” she confirmed the usefulness of
these reading sessions, but by not having a strong feeling of learning in the area of
history, she attributed these small gains to repetitiveness.
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Internalizing the task as related to general cultural awareness and critical
thinking. Emily maintained the stance that it was difficult to find authentic French texts
online dealing with American history. In a way, the majority of the students in the group
made similar statements, although the majority also seemed to engage more closely with
searching for relevant documents, selecting, reading, and evaluating. She reported:
Google articles tend to be more American but I have come across a couple
[of French] but not that often. …Sometimes here and there you find an
article that was written by somebody from the French perspective or a
French website that has, you know, just French perspectives in general on
history (I2, p.1).
When I asked her whether she had tried to use other search engines, she denied
but said that she should. Despite the claim that she had difficulties in finding relevant
sources, she sounded certain in affirming that she had learned to distinguish the American
style of writing from the French style of writing. In talking about the Watergate scandal
and how the American and French documents focused on different reasons for the
president’s resignation, she added: “so that’s how you can recognize a French article, but
it’s not that often. Probably because of the sources I am using” (I2, p.1). While
explaining her view, she made unsupported general statements but she attempted to
convey certainty in her indiscriminate conclusions. In her superficial processing, she
seemed to place all American documents under one category and all French documents
under another, thus indicating a tendency to generalize without sufficient ground.
During the last interview, I asked again about the general conclusions to which
she had come about evidence of different perspectives among the documents she had
read. Referring again to the president’s impeachment, although this time she clearly
stated Bill Clinton, she tried to explain her observations in a similarly superficial fashion:
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Some of the French articles I read weren’t as specific as to why he got
impeached and they were mostly saying that it was because of the affair
that he had, whereas in American articles they were talking more about the
congress aspect, and it makes sense because I doubt that American culture
would have that impression that they impeached a president because he
made a mistake, so they were talking about how he lied to Congress and
he did things that were bad in government whereas the French were just
stating the obvious. [laughter] (I3, p.7)
She compared the French and American articles on undefined criteria: the ones
were not specific, they were focusing on the affair and stating the obvious, but the others
talked more about the congress aspect and it ma[de] sense. She did not seem to question
the reasons for such observed differences, or to provide a possible explanation. In her
statement, she interjected a brief and vague comment about the American culture and
how it would not allow an impeachment over a mistake, but rather over a series of bad
government decisions. My impression was that she wanted to defend what she perceived
as the American side because it was contradicted, and that she was showing loyalty as an
American citizen. The low level of that comment’s coherence and depth was
compensated with its poise and length.
Hoping that I would extract more specific descriptions of her observations and
experiences, I asked about her hypothetical reaction if she encountered something
controversial or contradictory, to which she replied:
I guess, I will just read it. I always, you always have to keep in mind that
this is a different perspective, so it can’t have everything accurate about
everything that goes on here because they aren’t here. They are just taking
it from news, and reporters, and so on, so I guess I kind of just accept it
and read it, and just realize that it might not be exactly true, but then again,
being an American and knowing the history in English, and being able to
differentiate the different views between the French and the English
perspective, you just have to keep it in mind that it is going to be probably
different. (I2, p.4)
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She started answering about herself personally, but switched to you and by
distancing herself conveyed the idea of some objectivity to her statements. She also
identified the you with the category of reasonable, knowledgeable people who are
opposed to them, those who do not know things from the inside, and therefore could say
things that might not be exactly true. To her, apparently, a different perspective was equal
to an excuse for not knowing the truth, and was supported by mentioning the news, and
reporters, and so on. It appeared that she was automatically dismissing any differences in
perspectives, and excusing their dismissal by the assumption that they were produced by
unqualified authors. However, in order to avoid possible confrontations, she suggested
reading, expecting differences, and not paying attention to them. She did not provide
support for any of her statements.
No matter how specific my questions were during the three interviews, I received
the same kind of general statements, often contradictory, that could have been produced
by someone who did not thoroughly read the French texts online but just glanced over the
documents to ensure compliance with the task. While talking about the perception
differences in the third interview, she explained:
[Information] is bound to be different just because history is more facts.
It’s not really like math where everything is concrete and universal;
history is based on perception so there would be different information
sometimes in French websites and in American websites. (I3, p.1)
She understood that differences in interpretations due to differences in
perspectives were normal, but during the reading sessions she did not discover any such
differences on her own, just logically accepted their existence, most likely because of
discussions in the history and French classes. Her limited attention to meaning of
language was evident in the aforementioned statement about the difference in
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interpretations that was expected just because history is more facts. She did not appear to
notice the contradiction, and that reminded me of her choosing to work on vocabulary for
the individual French class assignment as opposed to the explicitly requested grammar.
She often omitted to think critically when the subject was not attractive; further
developing critical thinking in connection with the historical topics was not part of her
desired outcomes, and therefore growth in her critical approach to information was
difficult to observe.
Processes and skills in L2 reading.
Searching. Initially, Emily thought that finding appropriate information online
would be a difficult task because she did not feel knowledgeable as to how to search for
it. She assumed that living outside of a French-speaking culture automatically led to
having less access to existing information:
Searching would be a little bit more difficult for us because we don’t have
the type of resources that for example a French student might have in
history from the French perspective because we have a couple of French
websites but they can be a little bit misleading sometimes because for
example in Google the pages might be translated in French but it’s not
actually in a French perspective. (I1, p.3)
She was apprehensive of the necessity to distinguish between an authentically
French article from an article translated into French. She thought there would be a
difference but she did not know how to recognize it. In looking for objective reasons to
explain her difficulties in selecting and reading appropriate texts, by using “we” she
identified herself as one of a group of non-French students. Using “we” relieved her from
taking personal responsibility for finding few relevant results, and the opposition to the
French students intended to provide additional justification for the shared difficulties.
When four weeks into the daily reading sessions I asked her if she had tried other search
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engines, she replied: “No, not really, to be honest. I usually just use google.fr because
that one comes up with the most sources” (I2, p.2). She made two contradictory
statements: that she did not use other search engines but she was certain that the other
search engines would not have been sufficiently useful, thus confirming a pattern of
making contradictory statements, probably without noticing, in the effort to present her
interest as adequate to the expectations.
Her description of the changes in her searching process for these four weeks
contained few gains resulting from continuous work:
I know better what I am looking for now maybe, and knowing what
keywords to use, but for the most part it’s the same. Sometimes when you
type even in google.fr a French phrase it will come with American results;
now I just click on the link that says only French articles, and that helps.
At the beginning I didn’t know how to do that. (I2, p.2)
Developing a clearer idea of what could be researched within the daily amount of
time and a better sense for useful keywords were valuable gains, however I remained
unsure of the extent to which they were gains based on her personal experience and not
primarily based on her reasoning about potential gains. Discovering the filter to select
only French articles was a definite gain that she appreciated.
Emily chose to record her searching and reading processes in the English
language version of the learning journal. She used English language throughout the eight
weeks. In French she recorded websites where she had found documents to read, and
sometimes keywords she used for searching. During the first couple of weeks she
recorded google.fr (JW1, JW2) as the search engine she used, and additionally, specific
websites such as: ina.fr (JW1, p.1; JW1, p.2), fr.wikipedia (JW1, p.2, JW2, p.1, JW2,
p.2), lemonde.fr (JW2, p.1; JW2, p.2). During the following weeks, she continued
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inconsistently to record the websites she accessed but did not mention google.fr any
longer. Often the topics were recorded in a word or two: “WWI” (JW1, p.1), “The Red
Scare” (JW1, p.2), “The Nazis” (JW3, p.1), “Cuban Missile Crisis” (JW4, p.2). Very
often the topics of research were recorded as persons’ names: “Cesar Chavez” (JW3, p.2;
JW5, p.1), “Fidel Castro” (JW4, p.1), “Bill Clinton” (JW5, p.1), “John Kennedy” (JW6,
p.2)
She was inconsistent in recording used keywords; her learning journal entries
contained keywords an average of twice a week. Often these keywords were either names
or English words: “stock, depression, New York, Wall Street, poverty” (JW2, p.1);
“Cuba, Fidel Castro, missiles, war, president, America, Havana, USA, Nicaragua” (JW4,
p.1); “Cesar & Cesar Foundation, Cesar Chaves: a triumph of spirit, Cesar Chavez:
crusader for social change” (JW5, p.1).
Less often the recorded keywords were in French: “la peur rouge, la guerre
mondiale, la révolution russe [the red scare, the world war, the Russian revolution]” (JW1
p.2), “mouvement de libération des femmes, groupe d’initiative – 40 ans [women’s
liberation movement, initiative group – 40 years] (JW3, p.2). Sometimes in those cases,
the language ended up being a mixture of French and English: “east vs. ouest, le mur de
Berlin, course vers l’espace [east vs. west, the Berlin Wall, race to the space” (JW5, p.2),
where she used the English word “east” instead of the French “est”.
Once or twice during the eight weeks Emily recorded other items from the
bookmark pertaining to searching: menus, titles, headings, and website design. During
the second week she recorded “Menus – situation économique, situation générale, la
grande déflation [economic situation, general situation, the big deflation]” (JW2, p.2).
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The only mention of using titles was during week five: “Titles: Cubacrisis.net - La crise
au jour le jour [The crisis day by day] (JW5, p.2). Use of headings was recorded twice,
during week four and six: “Headings: la baie des cochons [the Bay of Pigs]” (JW4, p.1),
and “Headings, hyperlinks to specific info” (JW6, p.1) without mentioning the kind of
specific info. She also recorded using website design during week three, where she also
added information pertaining to the evaluation: “Website design – was relatively easy to
understand – had many pictures; search results: nazisme, les camps nazis [Nazism, Nazi
camps]” (JW3, p.1). Emily’s prevailing use of English in the search section of the
learning journal led me to question the extent to which she honestly looked for authentic
information in French, and the extent to which she tried to do as much as to formally
comply with the recording task.
Reading comprehension. Emily did not express feeling comfortable while
reading the historical French texts, but she did not express anxiety either. She considered
reading online to be very similar to reading printed texts. “The vocabulary is pretty
standard. It depends on the site obviously, but for the most part it’s not that bad” (I1, p.34). By using “not that bad” she suggested that she had expected such reading to be more
challenging from a lexical point of view, and that such a challenge would vary. She did
not find the thematic content to be of importance in determining the level of difficulty in
her reading comprehension: “[Reading about history in French] is pretty much the same
for me. It’s just different words” (I1, p.3-4). Although she felt somewhat short of lexical
knowledge, she also felt confident that with her existing language knowledge she could
navigate the texts and have sufficient understanding. “We have learned a lot of different
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aspects so the vocabulary that I [have], or the class has, is pretty broad. So I think I can
understand the majority of it” (I1, p.3-4).
The skills that she considered most important in order to do this kind of reading
were more related to the knowledge of history rather than to the knowledge of French
language:
It is important to have a general knowledge of the history in English
because when you read, you already understand what you are reading
about, …then you can guess words you don’t know because you already
know the subject, so it wouldn’t be on a high level of difficulty. It would
be important to already know the history in English. (I1, p.3-4)
Emily gave background historical knowledge an overriding importance, which
reflected her goal to understand the general topic of the texts, and indicated that she was
giving less attention to the nuances of interpretation of historical facts. A similar attitude
was displayed in her learning journal as well where most often in the reading section she
recorded items related to using background knowledge and surface questioning. Most
often, she explicitly indicated the specific background knowledge: “Background
knowledge: the red scare was an event that happened during the world war, it was the
scare of the spread of communism worldwide” (JW1, p.2) or “Background knowledge:
Clinton was president and he was impeached for his inappropriate sexual relations; lying
to congress” (JW5, p.1). When she did not explicitly write “background knowledge”, and
it seemed that the entries would indicate information from the article, their formulation in
English suggested recorded existing knowledge rather than newly acquired information
that confirms, contradicts, or presents in a different way facts that she already knew
about: “The New Deal was implemented in WW2 by president Franklin D. Roosevelt;
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helped control the great Depression; used organizations called alphabet agencies” (JW2,
p.1).
By the second interview Emily noticed that her reading skills had somewhat
changed:
I know how to pinpoint specific things that I am looking for. For example,
if there is a whole page on a topic but I am only looking for a particular
subject then I can kind of skim and might kind of just look at the lines
really quick, and then when I see the keywords I am looking for I will start
reading that specific paragraph whereas before I would just start top to
bottom. Also I think that I can read a little bit quicker because as the
weeks go on and everyday you are reading, it gets easier to recognize
words and then know what they are talking about without actually having
to go in depth about what they are saying. You know what they are talking
about but the words. (I2, p.2-3)
She seemed pleased that she had developed better skimming skills that allowed
her to quickly identify the part of the text where she could find the information sought.
She also liked becoming able to read faster, for which she credited the consistent daily
reading. She associated reading faster with a relatively low level of comprehension depth,
which she found to be useful too because her initial goal was not to explore in depth the
texts’ content. She was satisfied to know what the texts were about, especially if backed
up by the background knowledge from the history class, and she did not concentrate on
finding and exploring nuances of the author’s attitude and perspective.
The daily reading consistency led to enriching Emily’s vocabulary, which she
considered the main reason for the overall improvement of her reading skills:
My vocabulary has broadened a lot. When I speak French it’s harder to
just come up with the exact term that [I am] looking for right on the spot
than when reading. It’s easier for me to read than to speak, so that would
be my strongest point in that process: recognizing vocabulary that I know.
(I2, p.5)
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She noticed the improvement of her receptive language skills over the first four
weeks and the discrepancy with her productive skills. Although such a difference had
existed before, now was the moment when it surfaced very clearly due to the sharp
increase of reading practice compared to the lack of change or decrease in speaking
practice within the consistent length of the French class.
Despite the observed boost of her reading skills, Emily continued to encounter
difficult texts. After four weeks of daily reading, when she came across an article that
was too difficult, she would “just go to a different one” (I2, p.4). She clarified:
I try but… it will take a lot more time [to] go sentence by sentence, and if
there is a word that I don’t know, then I’ll just look it up with the
translator, but if that takes too long, you have to get information so I just
go to a different one where I can understand what they are saying. (I2,
p.4)
Time was an essential factor for her, as she felt responsible for having found,
read, and recorded something in the learning journal within the time of the reading
session. She continued to distinguish four kinds of reactions she had depending on the
level of difficulty. In the third interview she summarized them:
If it wasn’t many words, I would likely look it up in Google Translate
really quick so I would be able to understand the sentence, or if it was just
a word or two I would probably be able to guess just by the context and
would keep reading. However if …I started with one sentence and was
able to guess what they were saying but then the different words that I
didn’t know kept coming, for example the whole paragraph was just so
confusing to me, I would probably just skip the entire paragraph, and
move on to the next. And if … the whole document was really difficult,
then I would choose another source to read. (I3, p.5-6)
She overcame the lowest level of difficulty by guessing a single word meaning
from the context; for clusters of unfamiliar words, she used the online translator; at the
next level where the whole paragraph was unclear, she skipped it and continued with the
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rest of the article; and if the entire document caused comprehension problems, she
dropped it and looked for another one.
Generally, Emily’s learning journal contained minimal information, and often the
bulk of the recorded information related to the background knowledge she had. However,
two other elements existed quite frequently: recorded new French vocabulary words and
clearly formulated surface questions. Sometimes, she indicated that the recorded French
words were new for her: “new vocab: la baisse, défaite, théoriquement” (JW2, p.2); “new
vocab: syndicalisme d’industrie” (JW3, p.2); “vocab: réunissent, dénonçant, au sein”
(JW3, p.2). Further into the reading sessions, she recorded fewer specific words and
expressions; instead she wrote only “new vocabulary” (JW5, p.2; JW6, p.1; JW7, p.1).
Some of the specific French words she recorded as new were words that I, as her teacher,
would expect her to know or at least to be able to recognize in context. Seeing words
written down as new such as “réunissent” [reunite, gather] or “la baisse” [lowering,
decrease], that are part of the core vocabulary from previous level courses, indicated to
me that she either had not learned them at all, or she was not able to make the necessary
connection with the context in order to retrieve their meaning. Some of the new words,
such as “dénoncent”, meaning “denounce”, appeared in more than one entry (JW3, p.2;
JW4, p.1), suggesting both low level of engagement in the context and low level of
connection between English and French languages in identifying cognates.
Surface questions were also clearly indicated in Emily’s entries. For the reading
session she named “The Nazis” (JW3, p.1) she wrote: Who: Hitler; What: Nazis against
the Jewish; When: WWII; Where: Germany”. This entry did not indicate learning new
content from the French text, and the texts may not have contained new information.
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However, spending time to write these surface questions in English if the article did not
contain new information was indicative of her compliance with the reading task without
true interest in reading for enrichment. Other similar examples could be found almost
every week. For example, in the entry “Fidel Castro” (JW4, p.1) she recorded: “Who:
Fidel Alejandro Castro; What: dictatorship; When: since 1965; Where: Cuba”. Despite
my recommendations to the whole class at the beginning of the eight weeks during the
preliminary lesson on reading strategies to go beyond the surface questioning and to
focus on the deep questioning, she remained at the surface level, felt comfortable in
explicitly recording it, and appeared to ignore the possibilities for finding new and more
interesting information.
Evaluating. The main evaluation themes that emerged form Emily’s interviews
were concerned with French authorship authenticity and general differences between
French and American articles. She was proud to have learned to recognize the authentic
from the translated articles.
I usually use google.fr, but I learned how to distinguish an authentic
French article from one that’s not authentic. For example, a lot of times, if
the website says the name [not in French] and .fr, then you know that it
might not be legitimate because it’s just a translated page whereas if the
entire URL is in French, then it will probably be more legitimate than the
one that just says an American name.fr. (I3, p.3)
Emily’s observations had a valid point because some articles could appear in
French domains but in fact to be translations from other languages. When I asked her if
besides the Uniform Resource Locator (URL) she had noticed anything in the text
content or the text language that might be more indicative of authenticity, she exclaimed:
“Oh yeah, if it says English words all the time you could see that it’s probably not
authentic” (I3, p.3). I asked for a more specific example, but she continued to be general:
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If you look at the title of the webpage or the link in Google and it’s
completely in French and then you see the words underneath are all in
French it might be more interesting to click on that than something that
has an English title or a French title with English words in it. (I3, p.3)
Emily tried to be convincing without providing sufficient specifics, and thus
stayed on the surface of the issue. She talked in general terms, she did not try to give
specific examples, and she did not attempt to analyze the text from the point of view of
either lexicon, or structure, or ideas. She mentioned only the use of English versus French
words, which she could have concluded even without reading the texts.
Emily found the general differences between French and American articles to
exist in the focus of the analysis. She did not give other examples besides the one that
combined the Watergate scandal and the president who was impeached over his
inappropriate behavior with women. In the interview, she found the American articles to
be concerned more with the president’s lying to Congress, whereas the French articles
discussed the affair itself (I2, p.1-2). However, in her journal entry about Bill Clinton,
she wrote in the evaluation section: “French perspective: do not often mention Clinton’s
affair and impeachment” (JW5, p.1). It appears that the article mentioned in the interview
led her to a general conclusion that the French paid attention only to the affair, whereas in
the journal entry she wrote the opposite. It is possible that she referred to different articles
in each case, but even so, there was not sufficient ground to make general conclusions.
There was another confusing evaluation section in the entry about John Kennedy,
which was an exception because it was partially written in French:
No “.fr”. Différent d’un site américain: il y a des photos, il n’y a pas
beaucoup de détails; beaucoup moins d’information [different from an
American site: there are photos, there are not many details; much less
information]; French sites have more info. Easy to read. Authenticity is
questionable. (JW6, p.2)
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In the same entry there were two sentences that completely contradicted each
other: written in French she said about the French site that it had much less info,
immediately followed by a sentence in English that said “French sites have more info.”
Besides the issue of the contradiction, there was a second issue, her recurring tendency to
draw general conclusions from a single instance. She recorded information pertaining to a
specific site, but made a statement about French sites in general.
Other evaluative aspects she recorded related to the difficulty of texts. Her
comments were brief and could fall into three categories: easy to read (JW1, p.1; JW2,
p.2; JW5, p.2; JW6, p.2), not very easy/not very difficult (JW1, p.1; JW1, p.2; JW6, p.2),
and difficult (JW1, p.2; JW2, p.1; JW4, p.1; JW5, p.1; JW6, p.1; JW7, p.1). In most
occasions entries indicated difficult texts. Texts of medium difficulty, “not very difficult”
or “not very easy” were recorded the fewest.
On several occasions, Emily recorded whether there were images but usually the
presence of images did not explicitly indicate whether they affected the quality of
information: for the entries about Eleanor Roosevelt (JW3, p.2) and Cesar Chavez (JW5,
p.1) the evaluation stated “not many pictures”. For the entry about Hiroshima and
Nagasaki (JW8, p.1) “lots of pictures” was recorded. Images related to the entry about
Fidel Castro were mentioned with a description that suggested thinking about the effect
of these images on the information: “images of the Cuban flag, of Fidel Castro and his
signature are used to represent Fidel’s ultimate power in all aspects of Cuba” (JW4, p.1).
The wording of the entry within Emily’s style of recording strategies prompted me to
question whether the last conclusion came from reading the French text or from previous
knowledge.
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A few other evaluating strategies that Emily recorded for the eight weeks were
related to reliability and authority of the articles (JW2, p.2), bias (JW2, p.2; JW3, p.1;
JW5, p.2; JW6, p.1; JW7, p.1), and quantity of information (JW3, p.2; JW4, p.2; JW5,
p.1). In none of these cases did she explain what prompted her to give these evaluations.
However, she thought of these aspects, and consequently she used these strategies.
Motivation for extensive reading in L2.
Curiosity. As mentioned earlier, Emily did not display high interest toward
history as an academic subject. She complied with the work, she had a good grade, but
she was not curious to learn more about the events and persons studied. Several times,
during the interviews and on other occasions, she expressed boredom in relation to both
the history class and the history course content. She thought that the teacher was “really,
really repetitive with the things that we learn because with history it’s just memorization
of facts, so he does tend to repeat, and repeat, and repeat” (I2, p.3). Her dissatisfaction
from the pace of the history class impacted her desire to search for additional information
in French during the reading sessions: “It is kind of difficult to go online and search,
weave through, and find something because you don’t want to have the same topic
everyday” (I2, p.3). At the second interview, I asked her whether she could change her
attitude toward history and make the remaining four weeks of reading in French more
interesting. Her response was a rhetoric question “More interesting?” (I2, p.3), followed
by a long pause. Her skepticism regarding the possibility for history to become
interesting for her was evident in her tone, in the brevity of the rhetorical question, and in
the fact that she answered with a question. The fact that she chose to answer out of her
rather superfluous style suggested sincere admission of apathy and determination to go as
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painlessly as possible through this unpleasant part of her academic life. She tried to find a
valid rationale that would justify having to read about history in yet another class. When
the reading sessions were over and she felt relieved, she reflected on the usefulness of
such reading:
Why it would be helpful? Because you can see how there are differences,
something that I didn’t know before. I would have never considered the
thought [that] there might be something different in facts or in history
because history is history and there might be different aspects or concepts
for different countries. (I3, p.2)
She was able to identify a gap in her knowledge only after the end of the reading
sessions. At the beginning she admitted that she did not understand why such reading was
necessary (I1, p.3). Although in the second interview she rationalized about the potential
usefulness of exploring other people’s perspectives on the same event (I2, p.1), she did
not internalize the task of exploring perspectives. She complied with the reading and
recording, but her sense of inquiry on those historical topics was dormant.
Relevance. Because historical topics represented no interest for Emily, she tried
to tie the work with other goals: grades in both history and French classes. She also
understood that knowledge was important independently from the class grades, and she
strived to convince herself that the daily reading sessions were worthwhile. She found
everyday reading to be “pretty beneficial … because it’s helping for us to develop better
skills in reading the French language but mostly history would be the subject that it
contributes to” (I2, p.1).
The relevance measured by the history and French class grades surpassed the
relevance of knowledge in these two areas. At the beginning, when Emily found out that
there were no immediate tasks to be graded she felt anxious by not knowing what to do
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with the knowledge she was about to accumulate: “I feel like I don’t know what we are
going to do next, so I feel like it might get too hard because it does have the ability to get
hard” (I1, p.4). Not only did the lack of clarity regarding the assessment cause anxiety,
but also the complexity of the reading task presented a possibility to reach a level that
was too difficult for her. With her limited interest in history and her perception of having
insufficiently strong French language skills, Emily risked performing below her own
norms if she did not know in advance what the assessment was going to be. Later she
learned that the assessments would be essays discussing observed differences in
perspectives, and she felt relieved. During the second interview, I asked her whether she
would perceive the reading sessions as wasted time if they were not related to a specific
final assessment. She smiled and said:
Yeah. Because it’s not that we do that once a week or twice a week. It is
every single day that we do that, and it’s for the whole half hour. I guess it
would be [wasted time if] we are not doing anything with the information.
(I2, p.5)
She clearly expressed her need to have a formal numerical evaluation of her
efforts, and did not appreciate doing class work without a grade. Nonetheless, it seemed
she realized that such a statement may have sounded overly pragmatic, and added:
But also it’s another thing that we can add to our knowledge of “oh, I
understand the French perspective, and also now I am better at reading,
and I can go and look up an article in French, and be able to determine
what the subject is, and the topic, and know exactly what they are talking
about. So in that sense it wouldn’t have been a waste of time, but in the
sense of just learning things in general [during] class time, it would. (I2,
p.5)
Despite her effort to balance her statement and attribute more importance to
knowledge unrelated to formal grades and official class time, she returned to the idea of
little relevance of class work when it was not related to grades on specific assessments.
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For the eight weeks of daily reading on painful for her historical topics, she would have
preferred more graded assessments. Such assessments would have given her focus during
the reading because by not having internal interest in history as an academic subject, her
learning depended more on the external support that such grades assessments would have
provided.
The history class did not provide the reading sessions with sufficient relevance
either for similar reasons.
[The teacher] was really interested in this project, so sometimes he’d ask
what we were researching, or how was the project going, and we would
talk about it. He used to ask how are the French articles different from the
American articles. I think that was it in the history class. We were able to
[say that] we did this topic in French as well. (I3, p.7)
Because there were no specific grades in the history class associated with the
supplementary reading in French, Emily conveyed a kind of condescendence toward the
teacher’s asking how the reading was going. Just being able to say: “we did this topic in
French as well” was insufficient for her.
The mere experience of reading in French for another academic subject could
have led Emily to conclude that she could reach to French online sources on her own
whenever she needed some kind of information. In trying to find out how likely she was
to initiate such use of her French language skills, I asked whether she had looked up
online something on her own. She told me about having searched for and found the novel
Madame Bovary (I3, p.4), but that it did not meet her needs because she “was just
looking for other things to study like summaries” (I3, p.4) that would quickly provide
information related to assessment. I wanted to know if other such instances of selfinitiated online search were possible, to which she replied:
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If there was something that I needed to do pertaining to the French class,
or something French I was doing outside of school, I would, but probably
not English because it does take more effort to read in French, and I
generally try to find the quickest way to do homework and activities, so
I’d probably use an English website. (I3, p.8)
She confirmed the low probability to search for any information in French on her
own, and justified her stance with lack of time and necessity to put more effort than
desired. The only real possibility was directly related to assignments for the French class,
or other things of occasional interest with explicit connection to French language and
culture.
Still exploring the chances of future self-initiated use of French online sources, I
narrowed down the context to the specific area of study in which Emily was interested to
continue her education: law. I asked if she saw as possible looking up laws and maybe
interpretations of outcomes of certain trials from French sites in a few years. Her reply
was consistent with all she had said until that moment: “It could be possible if I had a
professor that decided that you need to find something from a different aspect of law” (I3,
p.8). She would not initiate such a search unless it was required by a professor, thus
confirming that the primary, if not the only relevance she found in using her French
language knowledge and skills was directly related to formal external assessments. She
did not evaluate herself based on her independent knowledge and skills. What mattered to
her were more or less formal evaluations from other people whom she saw as critical
authorities in different contexts.
While reflecting on the relevance of searching for French articles Emily thought
about her plans to go to a French speaking country:
That would be a good idea, to research French articles, because I hope to
continue my French education in college. I don’t want to be one of those
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people that forget it after high school, so I want to keep learning.
Hopefully by the time I graduate from college I will be able to go to a
French speaking country and just stay there for a couple of months
because I really do want to do that and be able to speak French and live in
the culture. (I3, p.8)
She did not specify why she wanted to spend a couple of months in a French
speaking country, and such a desire did not come across as being related to her studies or
work. The relevance sequence of reading in French for history, self-initiating online
searches, and studying French in college for the purpose of spending a few months in a
French speaking country contained fragile links that were adequate to Emily’s motivation
to read during the reading sessions. Such a fragile motivation could be presumed as more
likely about her extensive reading in the future, although with a potential change in
circumstances and her growth as a person, her motivation could become stronger.
Satisfaction. Emily’s perception of the task was complex. At first she was
troubled that time from the French class would be dedicated to history, and that such a
reading could potentially lead to more difficult assessments than usual. She was also
worried that she did not know in advance what the exact assessments would be. In the
middle of the eight weeks she found some aspects of the work to become easier, and
others more difficult:
I feel like the process in general has become a little bit more difficult
because it’s not as new, so it seems a little bit more tedious and slow. In
that sense it’s been more difficult but everything else, finding sources,
knowing what to write down, has become easier. It probably seems more
difficult just because we have been doing it for a while. (I2, p.3)
Continuity and repetitiveness of the reading sessions added to the issue of
difficulty because for Emily reading for history was not highly enjoyable in the first
place, and extending the time for such a reading increased her perception of difficulty. On
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the other hand, she was cognizant of the ease that developing some routines related to
searching and recording had brought to the task.
Another element of her perception of the task was related to the assessment. For a
while she felt unsure whether there would be a culminating activity and what the grading
for it would be: “I don’t know what we are going to do with all the information. That
would be my biggest concern, just to be sure that all the time hasn’t been wasted” (I2,
p.5). The element of difficulty was reinforced by her insufficient clarity about the
assessment and its evaluation. Ultimately, she completed all the requested parts, but it
took the eight weeks to reach a moment of relative satisfaction:
While we were doing it, it was more difficult to appreciate it just because
it was so tedious, but now that we are finished with it, and we are
reflecting on it by writing the papers, and talking about our experiences
with it, I feel like it’s a little bit easier …Yeah, it was difficult to
appreciate that while we were doing it but now that I am looking back on
it I appreciate that we did it. (I3, p.2)
Such a final feeling of satisfaction came primarily from the fact that the reading
sessions were finished, not as much from the accomplishment of a goal. She could
rationalize the benefits from the reading, but she would not like to go through a similar
anguish again “It’s kind of the IB [program], once you do it you are like ‘yes, this was
good’, but never again” (I3, p.4). She never fully accepted the merit of French and history
curriculum integration because she was not highly interested in either subject. Her
expected outcomes were related more to a course grade than to an idea of knowledge and
skills. She attributed more value to activities that led to immediate and clearly defined
assessments than to abstract generation of knowledge with undefined pragmatic use. Her
summary of specific personal gains included broadened vocabulary and enhanced
evaluation skills but lacked the feeling that she appreciated these gains.
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I know vocabulary words and [I am] able to detect or [use] the context of
whatever [I am] reading to determine what the unknown word is. I think
I’ve gotten better at that. And also [at] determining which articles are
legitimate, which ones are accurate, which ones are more appropriate for
whatever topic [I am] researching. I have become better at that too. (I3,
p.4)
By identifying her gains in the area of vocabulary and evaluation skills, Emily
indicated her priorities in the process. She placed a heavier value on recognizing words in
context.
While expressing her satisfaction of her developed evaluation skills, she qualified
articles as “legitimate” and “accurate”. These adjectives suggested that she assumed the
existence of an objective historical truth, which people either knew or did not know, and
the right to interpretation could be viewed as an excuse for their lack of knowledge
related to the historical truth.
Since satisfaction was tightly related to the achievement of expected outcomes, I
was looking for indications of perceived long-term value she attributed to the task, and
asked her how she would likely remember the reading sessions.
I probably will remember it because it was so long. Eight weeks is just a
long period of time when we did something consistently and that was
different from what we normally do. It’s not a typical classroom activity,
and plus, we did it every day instead of once a week or once a month. I will
probably remember how consistent we were in doing it, and how we
reflected back upon it, and how we learned something from it. (I3, p.5)
Emily’s answer pointed in the direction of exterior characteristics such as
duration, consistency, and similarity to other typical tasks in the class rather than of its
content. This might have been due to the fact that as teacher I had often tried to direct
students to consider other cultural perspectives, and in that respect she did not perceive
any particular difference. Her answer did not suggest any specific content she might have
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learned from the eight weeks, but she mentioned “learn[ing] something” in a general
way.
Confidence. Emily’s perception of her French language skills was an important
component of her confidence in her performance on the task. She did not feel being
among the strongest students in the class, but she did not feel weak either. She derived
linguistic confidence from her content knowledge. “You can guess words you don't know
because you already know the subject, so it wouldn't be on a high level of difficulty” (I1,
p.4). In the context of integration with history, historical background knowledge had a
critical importance. At the beginning, she was certain that she had the necessary skills to
accomplish the daily reading task:
Yes. Especially since we are doing the activities on things we have already
learned in history or things we are learning at the moment, I can already
tell what the topic is going to be about, especially since I am researching
it. I would not research something that I don’t have any idea about. (I1,
p.4)
Behind the assertiveness she displayed, she signaled some anxiety about potential
difficulties that might surface during the upcoming reading (I1, p.4). She associated these
difficulties with language rather than content, and later, she shared how she had
encountered texts with extreme levels of difficulty: “One time I read an article that was
really, really difficult, and I could not understand why some articles could be that
difficult and some easy” (I2, p.4). Not only did she not understand the text, but she was
also puzzled over the difference in difficulty that could exist between texts. She
understood that the difficulty was caused by her own lexical and grammatical
deficiencies, but she was shocked by the discovered degree of difficulty: “Obviously,
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there [were] going to be some difficult words but … I couldn’t figure out anything, I had
no clue what they were talking about. … That was pretty surprising for me” (I2, p.4).
Emily’s degree of surprise could be explained by her assumption that she
possessed sufficient knowledge and skills to be able to read with relative success. After
all, she had made the decision to apply for the Governor’s Honors Program in French,
and she had only recently learned that she had not made it. The fact of her applying to the
program was very indicative of her confidence related to her French language skills.
While she was preparing for the different rounds of exams and interviews, and while still
waiting for the results, she was excited and hopeful. The news that she ultimately did not
qualify coincided with the beginning of our reading sessions, and it might have affected
her confidence. On the other hand, even if she had temporarily lost confidence, she
remained positive about encountering difficult texts: “It doesn’t happen very often. It has
only happened once or twice” (I2, p.4). She realized that her level of mastery of the
language was insufficient for reading of more complex texts, and that her knowledge of
the historical content could not always help.
As mentioned previously, she did not present herself as especially strong in
history either. She maintained a level of confidence in both French and history that was
adequate to her understanding of sufficient knowledge and skills that would place her in
an A-grade category. She did not fear admitting that something was confusing, and she
was confident that her franc addressing of a problem with a teacher would position her
more favorably in terms of personal relationships and academic grading.
I remember a page [about] the Cuba Missile Crisis, [that] we were trying
to read together because it was really difficult and the paragraphs didn’t
make any sense. It seemed like an authentic French website, [not]
translated, but that was confusing… (I3, p.8)
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Emily’s honest admission of difficulty indirectly testified about her confidence in
building relationships based on straightforward approaching of the perceived issue. When
she was not completely confident in her competence in French or history, she
compensated with her confidence in establishing human relationships. Her frequent
choices to read together with one or more peers evidenced her tendency to rely on
collaborative work.
Volition and self-regulation. Emily, like most of her classmates in the IB
Program, was determined to achieve the best course grades possible that would lead to
admission to desired colleges and pursuit of desired careers. Her strategies to learn, to
avoid distractions, and to overcome problems were guided by the idea of necessity. She
might complain about some difficulties, but she could also work hard to overcome
emerging difficulties. The specific approaches depended on the specific tasks and
problems. Since in the context of the reading sessions she had the option to select what to
read and what to disregard, her dealing with an article that was too difficult was to “just
go to a different one” (I2, p.4). Her explanation was primarily related to time:
It will take a lot more time [to] go sentence by sentence. If there is a word
that I don’t know, then I’ll just look it up with the translator, but if that
takes too long, [I] have to get information, so I just go to a different one
where I can understand what they are saying. (I2, p.4)
Besides using time effectively, she also wanted to find information that was
presented in understandable language. She appeared as being able to evaluate the degree
of difficulty and to decide whether it was worth spending time on a difficult text instead
of choosing another that was easier to understand.
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For the purpose of learning, she noticed that repetitiveness and reading more
slowly, led to better results. No matter whether she liked the content or not, she seemed
to appreciate the contribution of repetitiveness to her learning because her background
knowledge provided her with helpful context for comprehension. It allowed her to slow
down her pace of reading in order to increase her attention:
When you see one thing in history and it’s in English, and you are learning
about American history or world history, but then you go again and read it
in a whole different language, you need better focus on the one that is not
in English because you need to understand what you are reading. So, you
absorb facts more because you are reading also more slowly. (I3, p.3)
The increase of attention was dictated by the use of French language instead of
the usual English. To illustrate her point she gave an example that was referring to
listening instead of reading, but the point was the same since they were both receptive
skills:
For example, if [our teacher] was telling us something, I might catch one
piece in general and just know the general gist of what he is saying. But if
you were saying it in French I would have to listen very closely to make
sure I just know what’s going on. So I’ll probably remember more of what
you’d say than in English, which is actually really weird because English
is my native language but saying it in French might help me more to
remember it, remember the facts more. (I3, p.3)
She connected attention to language with retention of information, and she
seemed amused by the apparent paradox.
On several occasions during the interviews and the informal conversations, she
referred to working with peers as a way to learn. Sometimes working with peers was for
the purpose of helping each other to make sense of the text: “One time, we were trying to
understand a sentence, … and we were trying to figure out what the sentence meant” (I3,
p.6). Another reason for collaboration with classmates was defining the topics of daily
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research or accidentally discovering that everyone in the group had chosen to read the
same text:
We were working together and sometimes we were just being silly and
saying: “oh, we are on the same page!” And sometimes we were just
talking about what we were learning in history because we were pretty
repetitive, so we would get together and figure out what topic we were
going to do for the day. (I3, p.6)
Emily did not mention strategies to avoid distractions; she rather provided
excuses for sometimes being distracted. From my observations, I inferred that in
moments when she seemed distracted, she had a hard time stopping to talk and going
back to the searching and reading. In many occasions, I had to remind her that she was
being too loud and too talkative. In those cases, she immediately made efforts to
discontinue her conversations, although she could not always sustain the silent individual
work (I3, p.6).
Learning from the self-selected readings was closely related to Emily’s strategies
to overcome difficulties. As previously mentioned in the Reading Strategies section, she
defined guessing from context, using online translators, skipping unclear paragraphs, and
choosing another document to read as the strategies she used to deal with comprehension
problems depending on the level of difficulty they presented (I3, p.5-6). When there was
just a new word, she was able to infer its meaning from the context. In situations when
guessing of words or expressions was difficult for lack of context or other confusing
reasons, she resorted to Google Translate, and in this way ensured fast clarification of the
text. If the cluster of new vocabulary was bigger and it made the whole sentence or
paragraph obscure, she skipped the paragraph and continued to read on hoping that she
would be able to understand the meaning of the whole document. When the entire
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article’s text proved to be overwhelmingly difficult, she dropped it and looked for another
one that was easier to understand.
Emily demonstrated variety and flexibility in choosing her strategies, which
corresponded to her determination to accomplish any course requirements no matter
whether they satisfied her academic predilections. She wanted to fulfill requirements for
the purpose of pursuing her plans for the future, rather than to gain knowledge with
unclear application. At that point I was skeptical that she would become motivated to
initiate any extensive reading in French on her own, considering her relatively low levels
of curiosity, relevance, confidence, and satisfaction. However, she might come to a
situation that would lead her to a necessity to look for sources in French and, as a very
pragmatic and intelligent person, she might figure out that she has the knowledge and
skills to access such sources. Until such a situation arises, she would likely not find
reasons to venture in the French language online wealth.
Summary. Emily possessed sufficient essential knowledge and reading skills in
French to complete a complex task such as the eight-week extensive online reading at a
level that could provide her with additional knowledge in both history and French.
However, being only superficially interested in expanding her knowledge in these two
areas, she was not seeking knowledge but rather ways to formally comply with the task.
The lack of graded assessments for the work in the history and the French language
courses diminished the importance she attributed to the reading sessions. She enjoyed her
ability to use the French language and, to some degree, her already existing knowledge in
history, but she resisted the interdisciplinary task because she felt bored with the content
topics, and she was not interested in compensating either with inquiry into the French
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language or into the cultural perspectives. Her internalization remained superficial and
she did not achieve any insights into the historical events or their interpretations. Her
mediating tools, a single search engine, constant use of online dictionaries and
translators, English language to record, and weak background knowledge, provided her
with limited gains. In evaluating her sources, she was trying to formulate clear
differences between French- and English-language sources, and she fell into unsupported
stereotyping. Without being intrinsically inquisitive in either French or history, without
the extrinsic relevance that a grade could have provided, without having strong
confidence in her knowledge and skills, and being dependent on collaboration with others
in the process of reading comprehension, she did not achieve a level of satisfaction with
the task, her own processing, and its outcomes that would indicate a possible pursuit of
similar, self-initiated actions in the near future.

Michael
Michael wanted to pursue his education in the international affairs. In the IB areas
of choice, he had selected Standard Level Math, Chemistry, Economics, and French. He
expressed a disappointment that he would not be able to continue with the Higher Level
French course during his senior because he had omitted to take some required courses
earlier and, having to enroll in them during his senior year, he would not have the
possibility to take the French course. Some of his extracurricular activities were Peer
Mediation, French Club, and French Honor Society. He sometimes volunteered at the
French Saturday School, Ecole du samedi, organized for local French speakers. He
ranked 22nd in his class with a GPA of 3.714 on a four-point scale and 4.330 on a
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weighted scale. He did not describe history as a favorite subject of his, although in my
observations he was very interested in the world news, and often demonstrated
remarkable historical knowledge in the French class. I had determined his French
language skills were at the Advanced level, confirmed by his subsequent exam scores: On
the last National French Contest in March he had ranked 12th in the nation and seventh in
the state of Georgia at his level. At the IB Standard Level French Language, he achieved
a holistic score of seven out of seven, with an analytic score of 35 out of 40 on the
interactive reading component, resulting in a holistic reading score of seven out of seven.
His score on the AP French Language exam was four out of five.

Internalization of task.
Attitude toward the French language. During the three semesters I had Michael
in my class he continuously revealed his pleasure of learning the French language, his
desire to apply it in real life, and his curiosity about the cultures and current events in the
francophone countries. Outside of class, he went to concerts of French speaking singers,
watched French language films, listened to French music, read French online newspapers,
and seized every opportunity to engage in a conversation with occasional French
speakers. He attended a weekend immersion camp in French organized by the state
association of teachers of French. It was no surprise to me that he started volunteering in
L’Ecole du samedi (I3, p.8), where he could use and improve his skills among native
speakers of all ages.
Despite being very gifted in French, Michael did not maintain as high a grade in
the French class as he could have. He was barely having an A because he often submitted
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assignments late, or did not take them seriously and worked superficially although with
good language control. I had to develop a special tolerance for him because at times he
could appear as inconsiderate, even arrogant. Such an attitude was not intentional toward
the class, or his classmates, or myself, but was typical for his personality. When I coded
the interview transcripts for this data analysis, I often had difficulties in selecting quotes
due to his short answers, and as a result I have quoted many more pieces of conversation
than only statements than I did with the other key informants.
During the first interview, I asked Michael what else he would like to do with his
French language skills besides “look[ing] up articles on Nouvel Obs (Nouvel
Observateur, online version of a major French newspaper) or TV5 (website for a major
French television channel), read in French, and finish a couple of books that [he] had in
French” (I1, p.1). The tone of his voice while answering suggested a profound desire to
realize his dreams:
Michael: Travel in West Africa. I want to do a tour starting in Dakar and
then go all the way.
Interviewer: How do you imagine this travel?
Michael: Like an adventure. But definitely fly. You have to do Air France
and you have to fly to France, and then you detour for a couple of
hours. And then fly to Dakar. Then, once I get to Dakar I’ll just go
crazy, just…do whatever.
Interviewer: Would you like to do this during the summer for a few
months or would that rather be a few years?
Michael: A few years, a few decades… (I1, p.1)
French language was not only a tool for him to learn the news or enjoy new
music. It was the key to connect to Africa, which he perceived as his motherland because
he was partly Black. I was curious to understand his attraction to the French language and
I assumed that his origin is somehow related to an African French speaking country, but
he denied any such relation. During a member-checking conversation, he explained to me
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that his grandmother, with whom he had a very warm relationship, had converted to
Islam in the 1950’s under the influence of Malcolm X. She was very affected by his quest
for Black identity by looking back to Africa. She also transferred her love for anything
African to her grandson. Michael apparently found French to be intrinsically related to
what he envisioned as his identity related to both his past and his future, and he
consistently worked on mastering it. As he was developing his mastery of French, he did
not restrict himself in exploring only African issues; despite his evident special interest in
Africa, he embraced all francophone countries and cultures, and avidly absorbed
everything about them.
Attitude toward the French class. Michael enjoyed the abundant oral
communication in the French class and he actively participated in it. He often requested
quick explanations of lexical or grammatical details, which he was able to effectively
incorporate in his language. In the third interview, while he was talking about the
upcoming IB exam, how he prepared and how ready he was for it, he never mentioned
any specific thematic topics but he profusely talked about lexicon and grammar (I3, p.2).
In class, in-depth analyses that required longer time and intense concentration were not
among his favorite. He readily demonstrated what he had read and heard in French about
current events, he often stated strong opinions, but it seemed difficult for him to focus on
longer texts and to form unbiased stances. Frequently in our conversations, he playfully
changed opinions thus indicating that he was not in fact so adamant in his opinions as he
displayed himself at first. Sometimes, the tone of his voice indicated that he meant
exactly the opposite of what he was saying. In concordance with his usual way of
communication, many times during the interviews he abruptly changed his opinion:
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“Okay, I change my answer” (I3, p.2); or “I don’t know what I’m trying to say, let’s start
over” (I3, p.2). His characteristics of a subject within a community were more complex
due to his contradictory nature. In a conversation about his end-of-semester assignment to
report on an individually chosen piece of literature, for which he had vacillated between
several books by Flaubert, Kafka, and Camus, he demonstrated some of these typical
characteristics:
Michael: I like to pick what I read, so that’s good.
Interviewer: Are you finally staying with L’étranger?
Michael: Yeah.
Interviewer: How much have you read so far?
Michael: Like six pages, it’s hard.
Interviewer [doubtfully]: It’s hard? Oh, no!
Michael [playfully]: Okay, it’s not hard.
Interviewer [smiling]: Telling me that reading Flaubert or Kafka is hard
would be fine, but don’t tell me that L’etranger is hard to read.
Michael, smiling but saddened: It’s hard to read… It’s hard to read in
every language… But I love books, which is weird, there is that.
(I3, p.1)
In terms of community rules and division of power, he took full advantage of his
freedom to choose the literary works by picking, unlike his peers, authors that we had not
discussed in class. He allowed himself to delay his final choice and his pace of reading.
He did not seem stressed over the assignment, nor did he exhibit any lack of comfort
while talking to me. He sincerely wanted to perfect his French language skills and to
enrich his knowledge of francophone cultures, but he had trouble with some of the
required instruments of mediation, such as reading novels or other long texts within
specific time limits.
In the middle of the eight weeks of online reading for history, he complained: “I feel
like my French has gotten worse…because I haven’t been practicing: talking in French as
often as possible and attempt[ing] to express more complex ideas in French” (I2, p.1). He
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perceived the reading sessions as inadequately spent class time that was depriving him
from beneficial oral practice of French. Although the French texts he accessed online
were self-selected, he apparently felt forced to read them, and he consistently expressed
his dissatisfaction in this regard. During the third interview I asked him whether he made
any connection between the reading sessions as pertaining to the French class and what
he wanted to know for real life application. He started his answer in his usual playful
way, but changed his tone into serious in the middle, then returned to frivolity:
For real life application? Hmmm, [pause] that’s a good question [pause].
For the most part there is none, or maybe a little bit. Okay, there is a lot.
Okay, I change my answer. So, reading in the class is going to help me to
be able to continue reading in French because there are books that I want
to read in French, and then, we have a listening part of the AP exam, we
haven’t been doing as much of that but overall the class has helped me
have oral experience so I can go to a francophone country and stay in
immersion, and look home, and have a happy life [laughter]. (I3, p.2)
After expressing a strong unfavorable opinion on the usefulness of the extensive
online reading for history, Michael realized that he had gone to the extreme. He did not
want to appear incognizant of some obvious benefits (“Okay, there is a lot. Okay, I
change my answer”, I3, p.2), and with a more serious tone he formulated the object of his
activities and the envisioned outcome. I wanted him to elaborate on that desired outcome:
Interviewer: Why would you have a happy life by being fluent in French?
Michael: Because it is just fun.
Interviewer: What would you do with it?
Michael: Talk to people, in a different language.
Interviewer: To whom?
Michael: Anybody.
Interviewer: What if you can’t find people?
Michael: [long pause] That’s not going to happen. (I3, p.3)
Not only did Michael clearly see French language as a tool to achieve his dreams
of immersing himself in a francophone milieu for a long time, but he also rejected any

191
possibility for failure. Understanding his ultimate goal and having in mind the difficulty
he had just shared that reading books was hard for him, I continued:
Interviewer: Why do you want to read some books in French?
Michael: Hmmm, …just because.
Interviewer: There must be more reasons.
Michael: Because they are interesting, it’s a challenge… [long pause]
Interviewer: Do you like challenges?
Michael: I don’t like to admit it but I guess so. (I3, p.3)
Michael was becoming aware of the contradictions in his personality: He loved
French but he did not enjoy everything in French, the historical readings, for example. He
constantly used online ways to access information, but he overtly stated that he did not
like to work on a computer and he complained about online homework assignments. He
found reading difficult, but he regularly read the news in French and he wanted to read
some books in French. He concluded that he liked challenges, but he did not want to
admit that. He was certain about his goal to achieve mastery of the French language, and
he had plans of using that mastery in his life, but he did not rely on what a teacher would
offer him as a way to achieve such mastery; he followed his own ways.
Internalizing the task as related to French language and class. At first, Michael
indicated interest toward the reading for history during the French class. He expressed his
surprise of the possibility to integrate other subjects with French and he evidently hoped
to find such reading pleasant and rewarding. He anticipated the benefit from varying his
experiences with French. On the second day of starting the reading when I interviewed
him he voiced a concern about the space he had in his learning journal: “When I handwrite, my text often doesn’t fit in the box. Should I type it?” (I1, p.4) I offered him to use
an electronic version of the template and to keep the file open in an additional window on
the computer screen, but he became reluctant: “Maybe. I’m not sure, because I’ve never
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tried it. I don’t know. It seems like taking notes on an extra paper is best, the old school
way. I’ll go with paper” (I1, p.4). On the one hand, he wanted to follow the instructions
and to record his entries as thoroughly as he could; on the other hand, he avoided adding
yet another task on the computer that could be done on paper.
During the following four weeks, Michael’s interest toward the reading sessions
drastically diminished. I was observing him progressively distracted while working on
the computer, talking more often to peers, clicking and opening adds, and reading with a
facial expression of boredom. By the second interview, he complained heavily about the
kind of recording in the learning journal. “If you are trying to write down the process you
go through, you are not as focused on the meaning of the text. It is like a distraction” (I2,
p.2). Recording reading strategies was daunting for him: he had a hard time concentrating
on reading longer texts, and having to think about what he was doing instead of on the
content of what he was reading distracted him even more. In order to express his
discontent, he said: “The work is becoming habitual and ordinary” (I2, p.2), thus
indicating his lack of interest for it, and therefore perceiving it as having a low degree of
usefulness. By calling the extensive reading ordinary, he expressed his disapproval of it.
“It’s like very ordinary work, so it is hard to have a strong opinion. It is not that I don’t
like it, but I don’t love it, and it is just there. It must be done, the work” (I2, p.1). He said
it was hard to have a strong opinion, but what he had just stated was in fact a strong
unfavorable opinion. His favorite class was no longer entirely pleasant for him. He still
seemed to enjoy the 60 minutes of “regular” class, but the remaining portion with the
reading session had become uninspiring.
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Internalizing the task as related to History class. The idea of integrating the
history class content with French was uplifting at first, because Michael hoped that the
work in French would make history more appealing to him. In the first interview, he
explained his reasoning:
Themes are unlimited in the French class because you can talk about
anything as long as it is in French, whereas if you are in history, you have
to talk about history, which is not exciting. French is more interesting to
me. (I1, p.2)
Despite being glad that he might find a way to make history more interesting, he
shared that researching the current topics of study from the history class would not really
allow him to explore the world, but would rather restrict him in the topics of exploration.
“I would rather it be a theme of our choosing so we can learn about what we want to
learn about instead of repeating what we are doing in the history class. But in general,
history is not that bad” (I1, p.2). He made an effort to prevent his statement from
conveying disregard for history as an academic subject. In the French class, his historical
knowledge had proven to be detailed, accurate, and appropriately used. In continuing the
discussion about having to read in French about history, he added: “
It’s good, I mean it doesn’t bother me. It could be actually more
interesting to see in French rather than in English, so history in French
doesn’t bother me because most of the research that I have done in the
French class has been for history subjects. (I1, p.3)
Michael seemed comfortable with the task, because he possessed the French
language skills to read, the historical background knowledge to quickly understand the
content, and the experience in doing online research in French on historical topics. He did
not seem excited by the prospect of several weeks of extended reading on concurrent
historical topics but he anticipated rather pleasant experiences.
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By the second interview, he had changed his attitude: “At first it was interesting
but it is no longer interesting. I don’t like the history topics. Period” (I2, p.2). He had
hoped for a persistent increase of his interest in the history topics through the reading in
French but he was obviously disappointed. In trying to better understand the reasons for
his dissatisfaction, I asked for a description of his history class and whether there were
interesting discussions there. He replied:
Michael: A PowerPoint. A collection of PowerPoint… I listen… There is
some discussion, but I don’t contribute because it doesn’t interest
me that much.
Interviewer: What would be an interesting topic for you that would make
you participate in the discussion in the history class?
Michael: The colonialism, African-American studies, [long pause] that’s
pretty much it at this point. Or maybe current topics, current events
like the current situation in Côte d’Ivoire [Ivory Coast]. (I2, p.3)
His topics of interest were no longer the topics of study in the history class, and
that was sufficient for him to become indifferent. Such lack of interest did not mean that
his grades in the history class dropped; they remained high, but keeping them high was a
matter of intelligence, not of interest in the material. Occasionally, he found more
engaging information that he was ready to share, but “the timing” (I3, p.9) was
inadequate: “Sometimes I’d find that stuff after we have already talked about it in class,
and then there is no point any more because we are not talking about it any more in class”
(I3, p.9).
Michael’s history teacher did not indicate to students that he knew about their
additional reading in French and he did not communicate any expectations in regards to
this reading. Lack of such additional stimulus played a part in Michael’s indifference
toward the reading. He did not retain the historical information he accessed in French.
We continued the conversation about sharing of pertinent information and he denied ever
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discussing anything that he had read in French for the history class. When I asked why,
he replied: “Because [long pause] you don’t remember it as much, just don’t remember it,
and move on to what you are doing in history” (I2, p.2). Not being intrinsically interested
in the specific historical topics he was reading about, and not being extrinsically
motivated by a classroom requirement to present some product, written or oral, formal or
informal, on these topics rendered him apathetic toward the ongoing task.
He did not consider exploring the cultural perception in French-speaking
countries in relation to these historical events. His interest in communicating with people
from the francophone world, that he had proven over time, could have been a logical
reason for him to engage in the proposed exploration, but apparently such connection was
not sufficiently relevant for him. The fact that he did not see any difference in the
viewpoints became apparent in the second interview when I asked if spending time in the
French class to read about History helped him in any way in the History class?
Michael: No, it doesn’t help me in history.
Interviewer: Didn’t you say that you get some content from the readings in
French?
Michael: Right, but it is the same content from the [history] class.
Interviewer: Are you saying that there is nothing new?
Michael: No, not really. [long pause] The main ideas are the same. (I2,
p.2)
In his discontent from the historical topics he did not notice any linguistic or
cultural aspects that could have corresponded to his interests. These topics pertained to
the American history, and he seemed unable to find in it relevance to his interests mainly
oriented toward French-speaking Africa.
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He was glad when the eight weeks were over. In the last interview I asked him
what he thought of the reading. He had regained some of the positive attitude that he had
at the beginning, which was a result of the fact that the reading sessions were over:
We finished it. And it was okay… The good side was that [we] read in
French. It was good, applicable practice because if you were in France or
in another French speaking country, and you had to read a newspaper, and
you didn’t have any other option of what to read, then you would have to
read some documents like that in French, so there is that. Then, it asked
[us] to search for cultural connections so that was good because [we] were
forced to notice it, if [we] don’t pay much attention to it. And that can be
applied in the real world too. Bad thing about it was that it took six
weeks… (I3, p.4)
Empathizing with his memories of discomfort, I corrected him that the reading
sessions lasted even longer than that, for eight weeks, to which he replied: “Eight? Eight?
Oh, I understand. Okay…” (I3, p.4). He had been so overwhelmed by those reading
sessions, that he did not keep track of the time, he just knew it was a long time. When he
asked “Eight?”, he suddenly realized why that reading had felt so long: because it had
lasted for even longer than he considered long. In his analysis of what was good about the
reading, he mentioned several types of practical benefits, but he was able to admit those
benefits only when he was no longer required to do the reading.
Internalizing the task as related to general cultural awareness and critical
thinking. During the second interview, Michael did not display any signs of becoming
more culturally aware through the reading, or that he had come to general conclusions
that would further shape his understanding of the world. At that time, his demonstration
of dislike toward the reading sessions was at its peak. He confirmed that he had found no
difference in perceptions, no cultural perspectives, no other points of view, “just that it is
in French and they talk about the United States. [Long pause] I haven’t seen a lot of
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cultural differences” (I2, p.3). Michael did not find anything interesting from a cultural
point of view, or if he did, he did not want to admit it. His ironic tone and brief answers,
although typical for him in general, were indicative of his dismissive attitude toward the
reading sessions, or at least of an attitude that he wanted to display no matter how
pertinent he might have found the reading to be.
Interviewer: You said that so far you haven’t found anything confusing or
controversial, but what if you do?
Michael: That would be interesting. [Long pause]
Interviewer: Are you just going to accept it?
Michael: Not accept it but if it is an online article, am I going to take the
time to write a letter to the writer?
Interviewer: I don’t know, are you?
Michael: You said “accept it”.
Interviewer: Will you be interested in figuring out why this information is
there?
Michael: Sure.
Interviewer: What would you do?
Michael: I would try to understand their point of view.
Interviewer: What would you do to understand their point of view?
Michael: Look at the text; look at what they are saying.
Interviewer: What if you find something that is the opposite of what you
already know?
Michael: Something that I know or believe?
Interviewer: Opposite of what you have read or have been taught.
Michael: Completely opposite? I’d bring it up in the history class or talk to
a friend about it. But I probably wouldn’t accept it.
Interviewer: Why?
Michael: Because it’s contrary to what I have already learned.
Interviewer: Does this mean that…?
Michael: It’s not true? No.
Interviewer: …that what you have learned first is always true?
Michael: No. It requires further investigation. (I2, p.6-7)
He admitted that finding something confusing or controversial would be
interesting thus suggesting that he would appreciate such instance if it happened but
unfortunately it had not. The long pause was a sign of skepticism he deliberately wanted
to convey. Such display of skepticism was reinforced by the ironic reference to writing a
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letter to the author. Later with the request for a clarification of “something [to] know or
[to] believe”, he appeared to added proof that he was intelligent, that he consciously
resisted against doing or saying things he did not want to do or say, and if he did, that
would be only superficial compliance as opposed to what he believed and valued
internally. Because we continued the conversation about hypothetical information
discrepancies, he adopted a more serous tone and stated that he would analyze the text
more deeply to figure out the author’s point of view. He even admitted as possible talking
to a friend or in the history class, actions that had not happened until that moment, and
that he earlier stated he was not inclined to undertake. He did not consider it possible
accepting information that was different from what he already knew, especially when
pressed by me as the interviewer, but he made some concessions. Although skeptical
toward other people’s presentations of historical events, he did not want to appear as
inconsiderate and to dismiss the qualification of a different representation as immediately
untrue. He used the cliché “it requires further investigation” to put an end to that topic of
the conversation that would allow him to look open-minded. In my observations of him
during the previous semesters when he was in my classes and in the French language
extracurricular clubs and organizations, he was indeed a very open-minded person who
consistently acted to build an opposite image of himself as inflexible, somewhat
condescending, and difficult to reach.
At the time of the third interview, when his negativity for the reading sessions had
considerably decreased, he articulated some satisfactory outcomes: “[The reading] was
worth it because you didn’t find something culturally different every day. I only found
three or four. Bit I did find some good ones” (I3, p.4). It appeared that besides the fact
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that he found some cultural differences that made the reading more interesting, he also
appreciated that those differences were not many. To the perceived advantage of their
small quantity, he added the advantage of their high quality.
In the conversation about the reading sessions being eight weeks long as opposed
to six as he had thought, I asked him to reflect on why he would possibly feel that the
period was so long. Instead of looking for the reasons I had requested, he answered:
Can I change my answer? I want to change my answer because all
research studies have to take a long time, or else the results aren’t reliable.
If a study is viable, it has to have a certain amount of time; it has to
eliminate bias and all that, so that’s part of it. (I3, p.4)
With this statement he acknowledged that he was aware how inconsiderate his
initial reaction to the length of the reading period was. He had just expressed satisfaction
from his findings related to differences in cultural perspectives, and now he was
justifying the length of the period as important to reach meaningful results. He did not
feel uncomfortable contradicting himself; to the contrary, he presented proof that the
superficial characteristics of his behavior might not always be indicative of his true
values. In this case, he expressed his understanding of the need for long periods of
exposure to an issue in order to start seeing underneath the surface.
Michael was often struggling between his all-embracing erudition and his urge to
look tough. Sometimes, he would drop his generally arrogant tone for a short period
within the same conversation, and sometimes for a little longer. While talking about
something that would probably stay in his memory from these eight weeks of extensive
reading, he completely abandoned the distanced tone as he recalled:
Michael: I was researching Vietnam, and this one French article was
talking about president Roosevelt, but it was not the American way
of talking about the president, it was saying he called Asians
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“lemon faces”, and did all this bad stuff, and Pearl Harbor wasn’t a
surprise attack, we kind of “agaced”…, is that a word in French?
Interviewer: Yes. (agacer – irritate, provoke)
Michael: So we “agaced” the situation by talking about Japan, and then
they went in to retaliate. So this one perspective in the article was
that we attacked them rather than us being the victims. So that was
interesting because we never hear that one.
Interviewer: Did you follow up on that, to check whether there was any
truth in it?
Michael: I didn’t have time. But I read the article to see why it would say
that.
Interviewer: Is this something that you would follow up on if you had the
time?
Michael: Yes.
Interviewer: Do you think that could have really happened like that?
Michael: [Long pause] I don’t know. Or maybe I don’t want to know the
truth. (I3, p.6)
In this recall, he noticed a representation of the American president in a way that
differed considerably from the representation to which students were used. Not only was
the president depicted differently but also the logic and sequence of the historical events
were presented in an alternative way that questioned who the real victim was. That led
Michael to realize that presenting unfavorable versions of historical events was normally
avoided in societies. He confirmed that such a version had triggered sufficient interest for
him to investigate it by carefully reading the entire article and considering a possible
follow-up on it later. By saying “maybe I don't want to know the truth” he also suggested
that it was possible for other versions to be true because of unilateral perceptions. In
talking about himself he alluded to people in general who felt comfortable in their own
worlds and did not want to take the risks of learning something that might force them out
of their habits and to become critical of their surroundings. True to his general style of
making strong statements that often meant exactly the opposite, he suggested that he
appreciated learning about other perspectives.

201
Toward the end of the last interview when I asked Michael to reflect on any
possible aspects of the experience that turned to be more difficult, more challenging, or
more complicated than he had anticipated, he put the acquired level of self-cognizance in
the category of difficult outcomes:
Judging yourself on how much you learned. Now, when I read stuff,
instead of just finishing the reading, I have to measure myself on how
much I actually got out of the text because that’s what the activities
[require], so if I read something in French I have to make sure my reading
comprehension is good enough, and before it wasn’t like that. (I3, p.10)
He refused to like the daily reading for history and struggled with it for the most
part of the eight weeks but he found the strength to admit that he achieved valuable
outcomes that he did not necessarily plan for, such as becoming more introspective and
more tolerant to seemingly meaningless tasks that might later reveal unforeseen
possibilities for learning. It also could have been that he was just trying to please me as a
teacher with whom he had a rather friendly relationship, and when he was no longer
feeling coerced by the task, he found the strength to say something that would evoke in
me feelings of reward.
Processes and skills in L2 reading. In talking about the skills that would be
necessary for someone to read authentic French texts on historical topics online Michael
summarized:
To read online you have to be computer literate and sometimes that comes
from experience because if a link [says] “dissertation gratuite” it is
basically asking me to buy an essay [and] it can’t really get me any
information. So you have to have an understanding of the online
community and what you are looking at. And to read in French you have
to have an open mind about knowing that you are not going to understand
every word and that you are working in a different language. (I1, p.3)
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Michael gave priority to the knowledge of the instruments of mediation: first, the
Internet and the characteristics of the online community supplying the information that
needed to be filtered, and second, sufficient knowledge of the language and confidence in
that knowledge that would allow for adequate guessing in the inevitable cases of lexical
gaps.
Searching. Michael was confident that he possessed the necessary searching
skills. He assumed that it was a matter of transferring his existing knowledge in searching
in English onto searching in French: “If you use the same strategies that you do in
English, like using quotation marks to find specific phrases, you can find anything you
are looking for” (I1, p.2). He shared that his methods of choosing keywords for the
specific historical search were constant: “Just nouns that relate to the history subject, and
what type of page I am looking for. If it is a biography, I am going to type in
“biographie” (I2, p.4). To the use of specific phrases he added that it was important to
consider many documents: “I have found that a lot of the information may be less
specific than I want it to be and too vague or vast, so it’s just a matter of finding multiple
sources” (I1, p.2). The continuous daily practice in searching for pertinent information
resulted in increasing Michael’s ability to select useful documents. During the second
interview he said:
It has become easier to find the right articles that have substance rather
than articles that are just there. I just have a more natural instinct … I am
reading the descriptions better, like sight-reading them and say[ing] “oh,
that’s not going to be good”. (I2, p.4)
The relative dissatisfaction with the reading on historical topics caused Michael to
comply with the task, without actively engaging in it. When I asked him which engines
he had used, he asserted that he never tried any other than google.fr. When I attempted to
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clarify why he had not made efforts to see what results some other French search engines
we had talked about in class might give him, he responded smiling: “Because Google is
the best… Personal bias… I just like Google” (I2, p.5). When he did not have reasonable
explanations of his actions, he preferred to portray himself as bluntly stubborn rather than
to present reasons that might look like excuses. In the third interview, I asked again about
his searching skills and routines. “I didn’t really experiment with it. I stayed with the
same… google.fr and typing in keywords, look[ing] for descriptions and for something
that you predict would give good information” (I3, p.5-6). He did not make efforts to
change his routines, nor was he curious to see if anything would change if he approached
the search differently. He was so certain in his ways that when I asked him how he
worked on refining his keywords, he just looked at me without responding. That look was
full of meaning: apparently he did not refine his keywords. Since I continued with a
question whether he always picked the keywords right away, he confirmed:
Michael: “Yeah. But mostly it was because of the language, if I use a term
that a French speaker would use, then I don’t have to change it”
Interviewer: What if you find out that you have to change it?
Michael: I’d have to change the whole… [pause]. That never happened to
me. (I3, p.6)
At the end of the interview, I asked him to summarize what skills he considered
most helpful while reading online for history, and he did not hesitate: “Searching for
information, sorting through it, and looking for what I want to know rather than reading
ten pages of things that …” (I3, p.9). He did not finish the sentence, implying that he did
not enjoy the reading, and that he found it to be a waste of his time.
Despite his visible objections to the reading, Michael kept a detailed learning
journal. Without any hesitation from the first day, he chose the French version of the
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journal template and recorded his daily entries exclusively in French. For the most part,
he wrote complete sentences, and included many details. He started each daily entry with
“google.fr” and the keywords or expressions he used in his search such as: “ère
progressiste loisirs culture Etats Unis [progressive era leisure activities culture United
States]” (JW3, p.2) or “Etats Unis propagande Grande guerre. [United States
propaganda Great War]” (JW4, p.1). During the first two weeks he consistently recorded
his deliberate avoidance of links to Wikipedia and dissertations gratuites [free essays]
and he wrote the titles of the links on which he clicked: “Je clique sur résultats
uniquement en français. J’ignore google.maps, je clique sur une page, ctrl+f, mais il n’y
a qu’un seul résultat pour Robert la Folette, pas assez d’information. [I click on results
only in French. I ignore google.maps, I click on a page, ctrl+f, but there is only one result
for Robert la Folette, not enough information]” (JW2, p.1). Some of his searching notes
indicate his thought process while selecting the documents to read among all pertinent
results: “La Grande dépression – un bon document authentique mais c’est 10 pages. [The
Great Depression – a good document, but it is 10 pages long]” (JW8, p.1).
Michael rarely recorded specific strategies related to navigating hypertexts, using
headings, menus, and website design. While observing him, I noted that he sometimes
used these strategies, but apparently, he did not find them important to record, or by using
them he did not reach a text that he ultimately chose to read. One of the couple of
instances was as follows:
“Je ne vois qu’un lien qui se rapporte à ce que je cherche. Ainsi, je vais à
Wikipedia. Il n’y a pas d’info là, je retourne à google. [I see only one link
related to what I am searching for. So, I go to Wikipedia. There is nothing
there and I return to google]” (JW3, p.2)
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Overall, he used just one trusted search engine, google.fr; he used Boolean
phrases, which are strings of keywords and conjunctions such as and, or, and not, to
narrow his search. His knowledge of searching techniques evidently led to efficient
results. As he mentioned in the interview, he did not usually change his keywords
because he received sufficient results among which he could choose at least one relevant
document to read.
Reading comprehension. Before the daily reading became routine, when Michael
felt animated by the prospect of integration between history and French, he shared about
the reading: “I feel good because I have done it before” (I1, p.2). He had in mind the
individual research every student had done at least three times during that school year in
order to prepare substantial oral presentations in front of the class. Such experience made
Michael feel comfortable because the former presentations always included a historical
overview as introduction to the presented topic.
In the interviews there were four issues related to his reading comprehension that
surfaced as problems for Michael: new vocabulary, long texts, uninteresting topics, and
recording strategies. Encountering new vocabulary was the smallest problem. Michael
did not like having to use the online dictionary often, but he realized that he had to “have
an open mind” (I1, p.3) about not having superior mastery of the language:
The only time when I feel uncomfortable is when I have to look up a
word, and it happens often, so I get used to it but this is it, you’ve got to
look up words, you’ve got to know what you are reading. (I1, p.3)
Sometimes he figured out the new vocabulary by using the context clues and
guessing its meaning. He preferred to guess but he was very careful about the accuracy of
his guesses and made sure he had guessed appropriately:
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Depending on what the sentence is, either I would trust my context clues
or look it up. Usually I like to trust my context clues and then go back but
usually the context clues give you a good [idea], then you can move on but
if you just still don’t know, you should look it up. (I2, p.6)
The second issue for Michael that also emerged in the initial interview was the
expected length of the texts. He was aware of his problem, and anticipated that it might
spoil his experiences. To my question whether there were some skills that he could
develop a little more over the course of the upcoming eight weeks he replied:
Just reading, because I am really impatient when the text is long. I don’t
like to read every single word. If I could be more patient and take the time
to understand everything, that would be a good skill to work on. (I1, p.3)
Admitting that he perceived his impatience as a weakness, he expressed
willingness to work on learning how to take his time with long texts.
Michael’s entries in his learning journal consistently contained information on
the new vocabulary he encountered. He recorded words in the space intended for reading
notes or on the sheet margins thus leaving more room for notes in the reading space. In
the beginning weeks he also recorded that he had used the online dictionary; sometimes
he clarified that he initially read the definitions in French, but then also in English:
“Article qui est long. Sans photos. Je cherche un mot inconnu dans le
dictionnaire TV5. D’abord je lis en français, puis en anglais. Mais pour la
plupart, le français suffit. [Long article. No pictures. I look a new word in
the TV5 dictionary. First, I read in French, then in English. But for the
most part the French is enough]” (JW3, p.2).
He did not record any explicit notes on his handling of long texts, but often he
recorded that the document was long, or he wrote a specific number of pages. In one
instance, he mentioned that the text posed some difficulties but he seemed pleased to
have finished it: “Un texte de moyenne difficulté. Mots inconnus, Mais je l’ai fini. [Text
of average difficulty. Some new words. But I finished it] (JW4, p.1).
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By the middle of the eight weeks, another issue had added its weight to Michael’s
difficulties, uninteresting topics. In the second interview, he said: “[Reading so frequently
for history] is tiring because the texts aren’t interesting. The history topics aren’t that
interesting” (I2, p.3). There were no notes in his learning journal suggesting that he was
not interested in exploring the topics, except the prevalent lack of notes in the last section
of the daily template, “What else do I want to know?” In one instance when he was
reading about the Progressive Era, he wrote: “Rien. C’est un bon résumé. [Nothing. It’s a
good summary.]” (JW2, p.2)
The fourth problem that prevented Michael from enjoying the reading was the
requirement to record strategies: “If you are trying to write down the process you go
through, you are not as focused on the meaning of the text. It is like a distraction” (I2,
p.2). He estimated that he processed in a satisfactory way only about 60% of the text
content due to the need to monitor his strategies. As a remedy for the loss of the
remaining part he suggested retelling. Retelling was part of the possible strategies listed
on the bookmark but since it was not explicitly required as part of the task for the class,
he did not attempt to use it individually in order to compensate for his perceived losses.
Besides the notes pertaining to the clarifying group of reading strategies, Michael
frequently recorded questions that would surface in the process of reading. Although
there were questions in the surface and no-bias categories, most questions pertained to the
deep questioning category. In relation to the topic of the “industrial revolution”, he wrote:
“Pourquoi est-ce que la France a créé un grand empire colonial? [Why did France create
a big colonial empire?]” (JW1, p.2). On the topic of the “contributions of Theodore
Roosevelt to nature”, he asked: “Qu’est-ce qui se passerait si TR n’a pas fait de mesures
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concernant la préservation des ressources naturelles?” [What would happen if TR did
not take measures to preserve the natural resources?]” (JW3, p.1)
Michael clearly was trying to follow the direction for recording strategies and
used the suggestions given by the bookmark. He did not choose to simply name the
strategies on the paper because he had the opportunities to use his French language
knowledge to describe what he was doing in relation to these strategies. In his learning
journal, he rarely recorded notes pertaining to predicting, but not recording any such
strategies did not mean he did not use them, especially because his style of recording
involved rather complete sentences in French that would require time and space on the
sheet. He placed more effort on producing French language related to the task than on
reading for content comprehension.
Evaluating. Michael thought that evaluating of the text started with the
evaluation of the reader’s needs and the adequacy of the text to those needs before
reading it: “If you need a good webpage or a reliable source you are looking at what you
are going to read before you actually start. See if there are no pictures, you have to be
prepared to really dive into it” (I2, p.4). Presence or absence of “pictures” appeared to
have a significant importance for him. By pictures he meant illustrations that could be
helpful in comprehending the text. In his learning journal, he consistently recorded
whether the texts he accessed had pictures or not. Most of the references to pictures were
placed in the searching section, because evidently their presence or absence played a role
in determining whether he would engage in reading of the document, but often he
referred to the pictures in the evaluation section as a clarification of the reasons why the
text was easy or difficult:
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Ce texte n’est pas difficile et les photos m’aident. Pourtant, le texte ne m’a
pas donné beaucoup d’informations sur la Grande Guerre. [The text is not
difficult and the pictures help me. However, the text did not give me much
information on the WW1]” (JW5, p.1), or “Les photos m’aident à
comprendre, mais pas tous les détails. [The pictures help me to
understand, but not all the details]” (JW3, p.2).
Although he paid attention to the images, he never wrote notes on the functions of
these images. In most cases his wording implied presence of illustrations in the text, but
there were no other indications of their conveyed meaning or how they impacted his
processing.
In judging the difficulty of the texts, he often referred to the new vocabulary:
“Difficile à comprendre. Trop de mots inconnus. [Difficult to understand. Too many new
words] (JW3, p.2) or “Un peu difficile à cause des mots inconnus et des mots avec
connotations supplémentaires [A little difficult due to the new vocabulary and words
with additional connotations] (JW4, p.1), or Pas trop difficile, mais beaucoup
d’informations. Cet article est un bon résumé. [Not very difficult, but with lots of
information. This article is a good summary] (JW2, p.2). As mentioned earlier, Michael
shared that he was “impatient” (I1, p.3) when the texts were too long. Some entries
evaluating the difficulty of accessed document contained information about whether he
finished reading them (JW4, p.1). Although the quantity of information could be
associated with the length of the text, and therefore be considered as an aspect for
evaluation, when Michael specifically noted the length (11 pages - JW2, p.1; or “un
vraiment long texte sur la Grande dépression, 11 pages » [a very long text on the Great
Depression, 11 pages] - JW7, p.2), it was either in the searching or in the reading section
of the sheet.
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After evaluating the difficulty of the text, the second most frequently used
strategy that he recorded related to evaluating the source’s reliability, which he judged by
the presence/absence or quantity of statistical information, maps, details, number of listed
references, and amount of details included in the information:
Ce texte s’agit de la révolution industrielle aux EU et en Europe. Utilise
des cartes et des chiffres de 1999. Beaucoup d’images. Pas assez
spécifique. [This text is about the industrial revolution in the US and
Europe. Uses maps and numbers from 1999. Lots of images. Not very
specific]. (JW1, p.2)
or “Pas d’images. Pas de sources. Le site est de Belgique.” [No images. No
reference list. The site is from Belgium]” (JW2, p.2), or “Mouvement pour la tempérance,
Ce texte s’agit du Canada, Encyclopédie canadienne – Ce texte ne m’aide pas.
[Prohibition movement. This text is about Canada, Canadian encyclopedia – this text is
not helpful]” (JW2, p.1).
In relation to the relevance of the documents to the primary goals, Michael often
recorded the relevance to the topic, and sometimes to his existing background
knowledge: “Information générale, pas de sources. J’ai déjà su la plupart de ces
informations. Facile à comprendre. [General information, no reference list. I already
knew most of the information. Easy to understand]” (JW3, p.1) or “C’est un blog
d’histoire géo d’un lycée. [This is a high school social studies blog]” (JW3, p.2). His
notes sometimes suggested that he was not certain when placing a value on some texts:
Le texte a une complexité mais il est facile à lire. Pas beaucoup de mots
inconnus car je comprends le contexte. Le texte semble faible, mais peutêtre que non, car le site est comme un blog. [The text is rather complex
but easy to read. Not many new words because I understand the context.
The text seems weak but maybe not since it is like a blog]. (JW5, p.1)
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Consistent with his purposeful effort to derive meaning from the context,
Michael’s evaluations of the documents’ difficulty and relevance suggested a thoughtful
approach to the complex object of his activity: increasing his French language skills and
making a judgment on the conformity of the text to the primary topic goal. He did not
make evaluations of specific content details or perceived cultural differences in the
interpretations; he remained on the level of the topic and the style, all relevant more to
the language aspect than to the historical content aspect of the texts.
In my overall conclusion about Michael’s use of skills and processes to read for
historical content from authentic French sources, I saw his potential to easily resort to a
variety of such skills and processes, and his efforts to balance his internal inclination to
focus on the French language with the external exigency to address the unexciting
historical content. Although all the students expressed some degree of dislike for the
strategy recording because focusing on the strategies prevented them from focusing on
the content, Michael was among those who most clearly voiced their unfavorable
opinion. However, just by looking at his journal notes it was impossible to conclude that.
His notes were abundant, all in French, well organized and mostly in complete sentences.
His usual handwriting was rarely neat and easy to read, but all his journal entries
suggested engagement in the activity and care for the notes as proof of engagement.
Because he always enjoyed the French language, he chose to keep his journal in French,
and, instead of mostly spending his allotted time in reading, he spent his time in writing
in French. Since he was not interested in reading on these historical topics, he used the
time to formulate sentences about the strategies. On the one hand, he complained against
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having to write those strategies, on the other hand, he took advantage of that by writing
detailed statements, which provided him with the excuse to minimally engage in reading.
Motivation for extensive reading in L2.
Curiosity. Evaluating and maintaining Michael’s motivation to do the task
throughout the eight weeks was difficult. He displayed obvious dislike for the daily
reading sessions by making unfavorable comments, gestures, and facial expressions, but
at the same time, he stayed on task during the sessions and kept detailed learning
journals. In the middle of the period, when his tolerance for the reading was at its lowest
level, the interview with him suggested a disheartening level of motivation:
Interviewer: Is there anything that has become more difficult?
Michael: No.
Interviewer: Have you found any surprising information so far?
Michael: No. [long pause]
Interviewer: …either related to the content or to the format, or to the
language?
Michael: No.
Interviewer: Have you encountered anything controversial?
Michael: No.
Interviewer: Anything that has been the opposite of what you have read in
the textbook or what the teacher has said?
Michael: There was one time, but I cannot remember it. (I2, p.4)
The tone of these short negative answers suggested lack of interest in talking
about the reading and deliberate efforts to make that lack of interest clear. The negative
answers did not necessarily mean he never encountered any of what I asked about, but he
did not want to admit that there was anything worth discussing. In order to balance his
respect for me as a teacher with whom he maintained a cordial relationship and his desire
to be sincere in expressing his lack of interest, he added that he could not remember the
only instance of finding contradictory information.
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Michael’s curiosity toward the historical aspects of the task was very low. When I
asked him what reading French texts about history so frequently felt like, he answered:
“It is tiring because the texts aren’t interesting. The history topics aren’t that interesting”
(I2, p.3). He made the effort to justify such seemingly unfounded statement by referring
to his dispassionate personal efforts to look for interesting topics: “ Sometimes I forget
what we do in history; then I just pick something” (I2, p.3).
In my attempt to trigger in him memories of something interesting he had read
and would be willing to discuss, I encouraged him to take some time and look through his
learning journal. Flipping through the pages, he seemed to make the effort to recall.
When he found his entry he said: “I remember now. It was something about the life of
William Taft. It was a biographical information and I was like ‘oh, I should bring this up
in the history class’ but I didn’t, and I forgot” (I2, p.5). Mentioning that he thought about
sharing the information in the history class was a fragile sign of interest in the identified
knowledge gap but still far away from a sustained engagement in further inquiry.
In looking for a more appropriate explanation of his absence of interest, he
blamed the overall context as related to history and to the timing of the reading sessions:
Reading was tedious… in the subject of history, but it’s like I didn’t have
any other choice because we weren’t really studying anything else in
history. Reading is tedious for me, especially after lunch. (I3, p.5)
In order to mitigate the entire blame that he had initially placed on the subject of
history, he added a reason that referred to something general over which he had little
control, physiologically feeling less energized after lunch.
Michael’s absence of interest toward the historical aspects of the task was
strikingly opposite to his curiosity and attention to the opportunities that rose in relation

214
to exploring the French language. As we were discussing how he could not remember
content details in the texts, he recalled with clarity new words or idiomatic expressions
that he had learned from the reading. During the second interview, he was unsuccessfully
trying to recall a fact that had surprised him:
I don’t remember exactly but the fact that it had actually happened was
surprising. What is surprising though is the way the language translates if
you were talking about how “prohibition” is the “dry age”. It’s two
different things. In the context, it’s like prohibition but it isn’t directly
translated. So, it is surprising that it means the same thing. (I2, p.5)
Once he switched from talking about historical content to talking about French
language, not only did he change the depth of his statements and the level of detail he
was giving in a time unit, but he also considerably changed his tone from apathetic to
quite lively. A task that involved language exploration would have been much more
enjoyable for Michael, because he immediately detected his knowledge gaps related to
the French language and rushed to explore them as opposed to the task of reading for
history learning where he had little interest and did not care whether he knew something
or not.
Reading about current world events represented a completely different realm of
interest for him. He was always well informed about such events in the francophone
countries. He did not find it repetitive to daily inform himself on the news in French, but
he found the daily reading for history tedious, and so did he reading in general:
Reading is tedious most of the time, not all the time. Articles are pretty
interesting but it depends on the subject of the article. [I prefer] articles on
things that are going on now, or current events, or what would be
happening right now. (I3, p.5)
He seemed energized when I asked him about his preferences for sources of such
information. In class I usually used TV5 for both print and audiovisual materials, and I
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was expecting him to say that he used those as well. However, he announced something
different: “Nouvel Obs. I like Nouvel Obs better”, and he proudly added: “I have the
app” (I3, p.5). Such a statement indicated an amount of curiosity that exceeded levels that
could be satisfied by using regular classroom sources accessible out of class as well. He
had explored the online sources of French language information to a level that allowed
him to determine his preferences. His interest led him to download an online application
on his phone so he could make his out of school inquiries for such information even
easier and more frequent.
Relevance. Michael’s individual goals were related to improving his French
language knowledge and skills that would allow him to spend prolonged time in French
speaking countries, preferably in Africa. His choice of international business as the
domain in which to continue his education reflected his interest for current issues as
opposed to historical studies or scientific explorations. The relevance he could find in the
reading for history in French was one-sidedly related to the linguistic aspect of the task
and too remotely related to its historical aspect. There was no extrinsic stimulus such as
potential improvement of a course grade for either the French or the history course.
Because he did not feel pressured to perform well against his internal apathy in
regards to history, he did not pay attention to the content and often forgot what he was
reading. He shared that he did not always remember what they were studying in the
history class, then he would “just pick something” (I2, p.3) to read about. What could
have made the reading more relevant would be topics about the colonialism, or AfricanAmerican studies, or current events, especially if related to French-speaking African
countries (I2, p.3). Such topics of interest corresponded to his plans for the future, unlike
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the study of American history from a period that was not related to any of the mentioned
topics. During the second interview, he did not verbally express concerns about
continuing to read for history in French, but through his physical gestures, facial
expressions, and the tone of his voice he made clear that such reading was not relevant
for him. He said that he would “try to take it as it is” (I2, p.7). He did not have real
expectations that the reading would become more meaningful to him but he thought that
with more deliberate effort on his part he might change the final outcomes. His own
suggestions for specific strategies to change those final outcomes were to write after
reading (I2, p.7). Apparently, he saw one category of outcomes that were personally
relevant to him, and another category of outcomes that he thought were generally and
traditionally perceived as relevant. Relevance of the second kind would be found in the
retention of facts. Such a suggestion for writing that would appear as contributing to the
retention of facts while practicing writing, yet another activity perceived as relevant to
education, in fact carried a somewhat different relevance for Michael: he would be able
to use his knowledge of French, manipulate his language to create with it, and control
what he would express as opposed to be controlled by the historical texts to read. If he
could not eliminate the reading, at least he could decrease the time spent in reading by
adding time spent in writing. Developing his writing skills in French seemed much more
relevant to him than passively reading content with limited relevance.
Mastering the French language with idiomatic flair was a definite goal of his, and
he seized every related opportunity. In the last interview, while talking about possible
ways to refine the keywords for searching by using expressions encountered in the texts,
he exclaimed:
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Yes! You are right! Because for stock market crash, there is a term, and
instead of writing “la grande dépression” you write “le crash boursier”
and then yeah! That was a new term for me and I was able to apply that
into what I wanted to search. (I3, p.6)
The excitement and quick recall of details produced by talking about French
idiomatic expressions implied that the large extent to which French language mastery was
relevant for him could not compare with the relevance of learning history as an academic
subject.
For Michael there was a distinct difference in the potential use of French websites
for purposes other than tasks assigned by a teacher. Such use depended on whether those
purposes were academic or leisure. The leisure purposes provided limitless possibilities
for him; he already used such sources for world news, music, and entertainment. The
academic purposes for which he might decide on his own to use French online sources in
the future would be related to francophone literature or “if it had something to do with a
worldly topic, or a French work, or if the French perspective would be valuable to my
interest” (I3, p.8).
Satisfaction. Michael’s satisfaction from the task was related to his expected
outcomes: somewhat optimistic at the beginning because of the perceived increase of
interest in history due to the integration with French, and rather low as the reading
sessions progressed because of the loss of hope that reading for history might become
more interesting. He did not expect that such reading could present significant
opportunities for his French language improvement. He did not expect to learn much
about the French perspectives in relation to the specific historical content that was the
subject of study during that period. He did not have expectations related to his reading
skills although in the initial interview he indicated that reading was difficult for him
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because he was “impatient” and it would be good to work on that (I1, p.3). Grades for
either the French or the history course did not play a part in the evaluation of
performance on the task, and as a result had no contribution to the level of satisfaction.
Overall, his expectations, except at the very beginning, were low, and therefore there was
not much to satisfy. Occasionally he was satisfied by the discovery of new vocabulary
and its idiomatic use but such discoveries were insufficient to make the eight-week
experience fulfilling.
Theoretically, he elaborated on the benefits from the extended reading: applicable
practice in reading authentic French texts and learning how to look for cultural
connections (I3, p.4). He mentioned that although he did not find many cultural
differences, he “did find some good ones” (I3, p.4).
He was primarily dissatisfied by the requirement to read texts related to topics
that were not interesting for him (I2, p.2) and that the reading sessions lasted for a long
time (I3, p.4).
Confidence. In terms of French language abilities, Michael felt very confident in
the context of searching and reading for history. He was certain in the keywords that he
was using to search for information on his chosen topics, and he even seemed surprised
that I might doubt his knowledge and preciseness. His surprise emerged mostly in his
tone. When during the second interview I asked him about the development of his
searching skills, he said that “it ha[d] become easier to find the right articles; the articles
that have substance rather than articles that are just there”, and he explained it with his
“more natural instinct to avoid [unhelpful articles] and reading the description better” (I2,
p.5). With very assertive tone he said that he used “the same methods I usually do” (I2,
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p.5) to choose his keywords. In the third interview he clarified his approach to
successfully choosing keywords: “Mostly it was because of the language. If I use a term
that a French speaker would use, then I don’t have to change it” (I3, p.6). He tried to
hypothesize what he would do if he had to refine a keyword, but he stopped at the middle
of the sentence and added: “That never happened to me” (I3, p.6). Not only did he feel
confident in his French language knowledge and skills, but also in his searching
knowledge and skills.
Michael’s confidence regarding the reading in French was similarly high. From
the beginning, he was self-reliant: “I feel good about reading authentic sources because I
have done it before. For the orals that we do, you have to search in French or you lose”
(I1, p.2). On many occasions throughout the reading sessions, in informal conversations
and during the interviews, he either stated or implied his confidence in his own language
abilities. He was so persuaded in his high mastery of French language that he perceived
resorting to dictionaries while reading as an uncomfortable compromise:
The only time when I feel uncomfortable is when I have to look up a
word, and it happens often, so I get used to it but … this is it you’ve got to
look up words, you’ve got to know what you are reading. (I1, p.3)
Michael’s confidence was not affected by his attitude toward history. He was
convinced that he knew the required content for the history class and that he was safe in
terms of his course grade, but he did not care about the historical content.
His discomfort regarding reading long texts and uninteresting topics could have
affected his confidence as well, but it did not because he had the option to choose which
texts to read and which texts not to read. The dissatisfaction he expressed about the
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reading sessions was not related to his confidence in his ability to handle historical texts,
but rather to his lack of interest.
Volition and self-regulation. Using French language was a pleasure for Michael.
The difficulties during the reading sessions came from the unattractive historical content
and the presence of long texts: “I am really impatient. I don’t like to read every single
word. If I could be more patient and take the time to understand everything that would be
a better skill to work on…”(I1, p.3). Michael understood that he had to put more efforts
in reading. Moreover, in the second interview he shared that in his estimations he was
remembering only 60% of the text content because he felt distracted by having to monitor
and record his strategies. He assumed that reading and retelling would allow him to retain
more information (I2, p.2). He did not implement retelling in his practice, but the fact that
he thought of retelling as a remedy was indicative of his sincere worries that he was not
performing up to his own standards.
Along with retelling as a strategy to compensate for the distractions caused by
self-monitoring and recording while reading (I2, p.2), Michael also thought of writing
about the article content after reading to prevent forgetting the information. He saw
writing as a way to “put more effort in” (I2, p.7) so that he could overcome the damaging
effect of the boring content. Whether he was envisioning retelling orally or in writing
after reading, these strategies were related to his productive skills, and ultimately to his
pleasure of using the language. He wanted to make use of something he enjoyed in order
to achieve something in which he felt deficient.
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Despite the strong language skills Michael possessed, from time to time he
encountered new words and expressions, and he needed to overcome the difficulties
caused by the gap in meaning:
Depending on what the sentence is, I would either trust my context clues
or look it up. Usually I like to trust my context clues and then go back, and
usually the context clues give you a good [sense], then you can move on,
but if you just still don’t know you should look it up. (I2, p.6)
As previously mentioned, Michael felt somewhat embarrassed when he needed to
recur to the dictionary, but at the same time, he understood that using the dictionary was a
very normal way of dealing with unknown words. When he had to use a dictionary, he
made sure that he guessed first, and when looking up the new word, he checked his
guess. If in rare occasions looking up a word did not help, he reached to an online
translator: “If I don’t understand the French meaning with the dictionary, I translate it”
(I1, p.3).
Michael liked the satisfaction coming from understanding the French language in
the texts although he might not have been intrigued by their historical content. Going
through the eight weeks of reading forced him to attend to his comprehension. Ignoring
his insufficient comprehension and retention coming from his low content interest would
have negatively impacted his confidence. By the end of the period, he had achieved the
desired outcome: “If I read something in French I have to make sure my reading
comprehension is good enough” (I3, p.10). As much as he liked feeling satisfied from
achieving reading comprehension, he explained that ensuring it was something new that
resulted from the reading sessions: “Before it wasn’t like that. It was: read it and if you
don’t get it, then oh well, it’s past the time. Now it’s like do-it-yourself… I go back if I
don’t get it” (I3, p.10). The main challenge Michael experienced, and the overcoming of
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which appeared to have brought him reward, was self-evaluation. “Now, when I read
stuff, instead of just finishing the reading, I have to measure myself on how much I
actually got out of the text” (I3, p.10)
Summary. Michael’s internalization of the interdisciplinary task was
characterized by extreme interest in the direction of French language, and extreme lack of
interest in the direction of history. He ignored the opportunities to explore possible
differences in cultural perspectives of francophone authors because of his apathy toward
the specific historical topics. Although generally resentful toward the task due to the
boredom he felt toward the topics to explore, he compensated and even found excitement
in the authentic situations that presented opportunities for inquiry into the French
language and for perfecting his French language knowledge and skills. Ambitions related
to improving his grades in either the history or the French courses did not exist therefore
the lack of graded assignments had no effect over his task internalization. His mediating
tools were indicative of his polarized interests: on the one hand, exclusive use of French
language while elaborating on the bookmark terminology and self-restrictive use of
online dictionaries to intentionally increase the effects of French language learning, and
on the other hand, single search engine and reluctant resorting to background knowledge
to decrease the effects of having to deal with the specific historical topics. With his strong
knowledge about the online community functioning, his evaluation of the used sources of
information focused on the text difficulty and the authors’ reliability and authority.
Michael’s motivation carried the marks of his diverging interests as well: highly
inquisitive and confident about French as opposed to history, finding long-term relevance
in improving his French as opposed to history. The content in which he felt forced to
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function prevented him from focusing except for the instances when he saw opportunities
for language exploration. Because of this striking difference in his attitudes toward the
two aspects of the interdisciplinary task, his satisfaction was twofold, and therefore
moderate as a whole. His future self-initiated extensive reading in French was certain,
with the clear condition that he would undertake exploration only of topics of his own
interest.

Samuel
Samuel seemed to be more interested in the humanities. In the IB areas of choice,
his subjects included Math Studies, emphasizing statistics rather than calculus, Biology,
Economics, and French. He planned to continue the French course at the Higher Level
during his senior year without committing to the Higher Level exam. Some
extracurricular activities in which he participated were swimming, Model United Nations
team, Habitat for Humanity, and French Honor Society. He was ranked 57th in his class
with a GPA of 3.714 on a four-point scale and 3.875 on a weighted scale. He enjoyed
history as a subject, and whenever in French class there was a connection with historical
events, he readily engaged in lively discussions. His French language skills were
satisfactory: usually, he made multiple grammatical errors, especially in more complex
sentences, but succeeded in getting his messages across. I evaluated his French language
proficiency at the Intermediate-Mid level. On the last National French Contest in March
he had ranked 32nd in the nation and 27th in the state of Georgia at his level. At the IB
Standard Level French Language exam taken at the end of the junior year right after
concluding the data collection period for this study, he achieved a holistic score of five
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out of seven, with an analytic score of 27 out of 40 on the interactive reading component,
resulting in a holistic reading score of six out of seven. His score on the AP French
Language exam was three out of five.
Internalization of task. Samuel’s learning history indicated a person who
achieved high marks in the academic subjects without necessarily being interested in all
of them. He made a clear distinction between the knowledge one generates in class and
the grade one receives in that same class. In the third interview, the issue of grades came
up, and he explained:
The grade is something I need to get into college. That’s what it is, beyond
that it’s not much. It’s a representation of what colleges are going to see of
how I’ve done. I don’t really feel it’s a reflection of how much you’ve
learned; it’s more of a reflection of how hard you tried in the class. (I3,
p.1)
He appeared confident in his own decisions as to how much work to put into
something, and he calmly accepted lower grades as a result of those decisions:
I never feel that the average I have at the end of the semester is an average
I didn’t deserve because if I had worked harder in that class, I would have
gotten a higher grade. I have never really felt like it was someone else’s
fault, like the teacher’s fault. Normally, if it is a grading thing, I feel like it
is over one assignment, not as a whole. And even if it is one assignment,
or [the teacher] could have given me an extra point to bump me up over,
there is a ton of other assignments before that weren’t necessarily part of
that. (I3, p.1)
Samuel acknowledged however that he was seeing an indirect interdependence
between work, knowledge, and grades:
The more you study and the more you work on [an assignment], the more
you are going to learn at the end. Because when you are studying, not only
do you learn what you are supposed to learn but you pick up other things
as well. So, to a certain extent, [grades] also reveal how much you have
learned in that class. (I3, p.1)
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It appeared that he had respect for what one “was supposed” to learn in class, but
that kind of planned learning was not necessarily fulfilling his own needs. In relation to
the specific task of reading in French for the history class, Samuel’s behavior was
consistent with the philosophy he presented: he was following the instructions of the task,
he had predetermined that he needed to learn more French than history therefore in the
course of reading, he was putting more efforts toward improving his French skills rather
than learning something in history, and eventually, he was satisfied by the outcome.
Attitude toward the French language. Although Samuel was not among the
strongest students in French, he seemed to enjoy learning it and being able to use it. Not
only did he seem at ease in class with all the mistakes he was making while speaking, but
he also seemed to take pleasure in engaging in conversations in French outside of the
classroom. He shared that, because he had family in New England, he visited the area
each year, and that provided pleasant opportunities for him to use his French: “The
farther I go, the more people are from Quebec who speak French and I am actually able
to speak a bit with them, and that’s nice” (I1, p.1). While talking about what else he
would like to do with French outside of the classroom he added: “I would like to talk to
more French speaking people from places other than Quebec. That’s really it” (I1, p.1).
Despite being so interested in communicating with native French speakers from
elsewhere Samuel did not mention his pen pal. Everyone in the class had at least one pen
pal from the French partner class with whom we were working on a common project. To
me, not acknowledging such an opportunity for communication indicated that either their
personalities did not match, or Samuel was more interested in live speaking rather than
chatting online or writing email messages. In class, while discussing how each individual
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correspondence was going, Samuel had mentioned that such oral communication was
difficult between him and his pen pal because of the time difference and for lack of
online videoconferencing possibilities.
In regards to his French knowledge and skills that were necessary instruments for
accomplishing the task of reading in French for history, he showed awareness of his
weaknesses but was confident that with the knowledge he had he would be able to benefit
from the readings:
I always felt like I can read French better than I can understand it
[spoken]. I feel like I am pretty average when it comes to comprehension.
I understand the majority of it and there are a few words obviously that I
don’t know but I can always look those up, and I can understand the
general flow of what’s going on, I can understand most of the sentences,
most of what’s happening in the document. (I1, p.2)
Samuel’s assessment of his own French language skills accurately reflected what
he could accomplish. On the day of the second interview, he asked me for help with a
word, that he was not able to find in the online dictionary: tasunis. It was not a real word,
and I was able to figure it out only after glancing over the text. There was a parallel
phonetic resemblance between Etats-Unis, meaning United States, and tas unis, meaning
united stacks. In a typically French way, this is a pronunciation indicating a pejorative
attitude toward an important institution that could also be viewed as a term of
endearment. Because I perceived Samuel as being able to discover its meaning without
my help, I gave him the clue that this was a play of words and that he would be able to
figure out by himself with a little more effort. I promised that if he were not able to figure
it out, I would tell him what it meant. We did not return to that during the session. A few
hours later I asked him whether he had figured it out.
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No, I didn’t. I am assuming it is just a different pronunciation, possibly
like slang. I really looked through the whole thing and there was never an
explanation on it in that specific document. I would like to know also
because it was bothering me but I did not figure out this today. (I2, p.3)
Samuel had sensed the informality of the tone, the possibility of this word being
“slang” thus carrying additional meaning, but he was not able to make the connection
between its spelling and its pronunciation despite the context clues. He was “bothered”
by not understanding it but not to the extent to remind me to explain it as I had promised.
When I eventually explained it, he quickly made the connection, and he even seemed
slightly disappointed in himself that he had omitted to decipher the meaning despite
having come so closely.
Attitude toward the French class. Being aware of his weaknesses in French but
also being satisfied with learning and using French for real-life communication, Samuel
seemed at ease in class. I, as a teacher, have always emphasized on improvised oral
communication that aims on transmitting a clear message rather than containing
impeccable grammar, and such emphasis apparently corresponded to Samuel’s
preferences:
I feel pretty comfortable in the classroom. I actually feel a little less
comfortable outside of it when I have to come up with stuff on the fly and
actually think of things so fast for people I have never talked to before, but
I am pretty comfortable in the classroom. I feel my experiences are pretty
good with French. (I1, p.1)
During the third interview, Samuel was discussing the importance of continuous
exposure to any academic subject in order to build lasting knowledge as opposed to
forgetting the course content. He expressed satisfaction with the continuity of the French
classes in the IB program.
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The French class, obviously having a follow-up to higher level helps, but I
feel like foreign language classes in general are sort of an exception. They
are because the application for them is different from, say, math. You
cannot walk around and communicate with other people in math really. To
a certain extent, math is a way of making connections with other things
but not to the same extent that the languages. Because a language is so
imbedded in a place’s culture that you are talking about or the person you
are talking to…. You can just go and communicate with a whole different
group of people you couldn’t communicate with before. It’s just everyday
conversation, not limited to one subject area like math would be. (I3, p.2)
Samuel viewed the French class as a class that provided him with useful real-life
knowledge and skills to communicate with different groups of people. He viewed those
people as sources of knowledge that do not necessarily fit into the formal academic
categories but were at least equally important. Learning the culture through the foreign
language was the ultimate goal he envisioned in relation to the French language class.
When talking about the way he viewed using time in the French class about topics in the
history class, he said: “I feel it’s okay if it’s in French. As long as it’s in French language
I feel like it helps you not only with the language but with the culture as well” (I1, p.2).
Internalizing the task as related to French language and class. Samuel
appreciated the interconnectedness of knowledge, and he confirmed his appreciation of
the reading-for-history task as part of the French class. During the first interview he
sounded excited about the possibility to integrate his favorite subject, history, with
French, which he enjoyed as well:
I think it’s good because it relates the French language we are learning
back to another subject we are learning at school, so we can see how we
can apply it. Also how the French students that we are corresponding with,
how they would apply it too, how you would use tools like Google and
how you do research in French. It’s relatively the same, obviously, but
how you would read it and how to go through it in French. (I1, p.2)
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For Samuel, an isolated instance of curriculum integration between French
language and history classes was not providing sufficient real-life value. What made him
appreciate such integration was the possibility to generate knowledge about another
group of people, the French correspondents, and to learn how to do research in another
language, French, on anything of potential interest.
During the reading sessions, he actively searched for relevant information on the
topics he had outlined. He sometimes discussed with peers historical details pertaining to
what they had done in the history class. These discussions were sometimes in French, and
other times in English. He seemed interested in looking for information and reading what
he found. Four weeks into the daily sessions, I asked him how he felt about reading
French texts about history so frequently.
It’s all right because you need to learn to apply your French somehow, like
to an everyday situation, and we do look up things about history all the
time. I think it’s worth to be learning about another subject in French as
long as you are using your French vocabulary and using everything you
have learned in French. You should do it because this is what this is all
about. (I2, p.3)
Samuel showed consistency in his attitude toward the ongoing task. Subject area
integration and real-life application had priority in forming and maintaining his attitude.
His unequivocal conviction in the relevance and usefulness of such integration transpired
in the last sentence: “You should do it because this is what this is all about” (I2, p.3).
Despite the imperative tone of that sentence, he did not see the potential use of French as
the only possibility to expand one’s horizons. He saw the use of French not only as a tool
to access information, but also as a way to build one’s confidence based on a greater
range of tools available in case of need.
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You wouldn’t necessarily need to use French, you could do [research] in
English if you want to, but it’s the fact that you have the ability to do it in
French should French be the only way that you can possibly do it, or even
if you want to do it optionally. But if you are left with the only option to
do it in French you need to be able to do it. That’s what I think. Because
that’s what you are in class to learn. That’s what you need to be able to do
with it. (I2, p.3)
Samuel’s strong opinions about the benefits of the ongoing reading task and its
appropriateness for the French class indicated that he internalized the task with
enjoyment and satisfaction from the degree to which it was fulfilling his expectations for
classroom language learning. By using “you” so often, he was presenting his own ideas
as general truths thus expressing his strong conviction in the sound logic of what he was
saying.
Internalizing the task as related to History class. Long before the reading
sessions in French language for history started, by observing Samuel’s engagement in
classroom activities involving historical knowledge or historical reasoning, I knew that
history was an academic strength of his. He confirmed in one of the interviews:
“[History] is my best subject” (I2, p.2). He had already figured out on his own that he
could use his French knowledge to access historical information online when he needed
it. Being very interested in historical issues, he made the connection between the French
language he knew and the French participation in American history he was learning
about:
Quite a while ago, before we started this project, I was looking up stuff
that was about the French and Indian War. It was closer to the beginning
of the year. I was trying to figure out more events [because] we were
going to have a quiz or something. I felt that I was missing some things. In
the end, I wasn’t, but I felt maybe getting a French perspective on it,
maybe looking at French websites on it would help. (I3, p.5)
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The idea to look up French websites with the respective information originated
from the realization of the connectedness of three aspects of French language: first, as the
language spoken by the main participants in the historical events; second, as the language
in which therefore most likely there would be information available through Internet; and
third, as the language Samuel had mastered sufficiently in order to use it as a tool to
access that information. He assumed he might find not only additional facts, but also
additional perspectives. An additional factor added to his curiosity was the upcoming
quiz on which he wanted to have a grade that corresponded to his interest in history. The
results of his online research did not meet his expectations: he did not find any additional
facts although he might have sensed some additional perspectives. This early incident
played a role in forming his attitude toward the ongoing reading task: he did not expect to
find significant new factual information, but he did expect to detect different perspectives
on historical events. There were however a few instances when he learned new facts:
We watched a video on Fidel Castro in my history class, so when we went
to the French class I naturally was looking up things about Fidel Castro,
and I was able to learn much more about the events surrounding. I looked
up particularly the Bay of Pigs invasion. Then, I was able to find out much
more specific details pertaining to the events surrounding it, and more
specifically why the US invaded it, why they told these people that had
left Cuba they sponsored it. (I2, p.1)
He seemed pleased with learning those details. In continuing the conversation
about the usefulness of the ongoing reading task, I wanted to understand what role
knowing such details might play for him in the history class. “[Knowing details] helps me
occasionally in the class although we don’t have many of those [assignments that require
knowing more details], which is why I say it does not help that much, but it does help
when we do those” (I2, p.2). Because for Samuel knowledge in a subject area and the
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grade in the respective class were not equivalent notions, he continued with his
explanation:
I wouldn’t say this reading is helping me in history as much as it is in
French, but I am learning additional things in history at the same time that
I am learning more French vocabulary. As far as helping me in my history
class, not necessarily, but I think I do learn some history as well. (I2, p.2)
In discussing the possibility to encounter contradictory information in the online
documents and how he would approach such instances, he said that he would try to look
for other documents on the Internet in order to see whether there was a pattern. He did
not exclude the possibility of completely different representations and did not want to
disregard their justification, but he was more inclined to trust the authority of his teacher:
“Once I have finished checking it, I would probably end up ruling out that case that I
wasn’t sure about simply because what I was getting in the history class was probably
more accurate” (I2, p.5). Apparently, Samuel was satisfied with the quality of his
learning in the history class, and apparently, part of his satisfaction was due to the
tolerance of alternate interpretations of historical events in that class. He viewed the
difference in interpretations not as a result of intrinsic cultural differences, but rather as
the extent to which an event was concerning specific groups of people. In the last
interview, he summarized what he had learned from the eight weeks of reading:
I think [an article] shows what people from that country really focused
on. It shows not really that they saw [the event] in a different way, but
what the people from that country, if they were watching the news or they
were just living in that time, or even now, what were the events that were
big to them as opposed to us. And what was big to us may not have
necessarily been an event that was any big event for them, and many
people may even not have heard about. That’s what I really learned about
history, how it can differ. (I3, p.4)
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Samuel entered the eight weeks of reading with obvious enthusiasm and he went
through the period with consistent interest because he was improving his French skills
through reading in his favorite subject. Although he did not expect nor did he admit
learning a lot of facts about history, he did acknowledge the enrichment of his historical
knowledge as a final product.
Internalizing the task as related to general cultural awareness and critical
thinking. In terms of internalizing the extensive reading task with regards to his general
cultural awareness Samuel was open to explore indications of cultural differences in the
accessed historical texts. At the beginning of the process, he said: “ When you do a
history work in the French class you learn how to learn things in French” (I1, p.2). These
cultural differences did not only exist in the text but they also affected the perceptions
and the learning process of the person reading these texts. Toward the end of the eight
weeks, Samuel’s tone displayed less enthusiasm but more certainty in his conclusions:
The biggest difference I found was that depending on who wrote [the
articles], they would talk more about the events that their country had a
part in. They would sort of champion the interests of their country and
show how their country did this or that. I didn’t really find as much
difference in perspective as I found them writing about their own country
more. (I3, p.3)
He continued to elaborate on how the same event would be presented by telling
how a person from the author’s country participated in it, rather than focus on what the
other side thought and did (I3, p.3).
He viewed all the additional details he was learning from the readings as valuable
for constructing a broader and richer perspective on the historical events that includes
cultural knowledge. In relation to the help that these details may provide him with in his
history class, he said: “I do not think learning more details necessarily helps me in the
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class because I am not getting quizzed on those things, but I do think it improves the
quality of my knowledge” (I2, p.2). As discussed earlier, Samuel made a clear distinction
between a course grade and knowledge. He enjoyed the improved quality of his
knowledge, and he did not care whether such improvement was taken into consideration
for his grade.
While discussing the possibility to encounter contradictory information, Samuel
commented that in such a hypothetical situation he would check a few other documents
online to make sure he finds a pattern and understands the logic, then he most likely
would “rule out” what was not consistent with his history textbook (I2, p.5). I found
interesting that he was predisposed to disregard other interpretations, but nevertheless he
would not automatically disregard them before “checking them out” first. To my request
to explain why he would think that his history textbook would be more accurate, he
replied:
That I really don’t know. I guess you just trust the history textbook.
Because it’s a textbook and that’s what your teacher has told you. Is there
any particular reason for that? – Probably not because it’s just basically
what you have been told since you were a child. I have been told since I
was a child that my teacher is going to tell me the information that is true.
(I2, p.5)
With this, Samuel opened a new direction for our conversation. He was aware of
the influence social environment has on the person’s worldviews, and I wanted to
understand how he reconciled the notion of “accuracy”, suggesting objectivity, with
trusting “what you have been told since you were a child”, suggesting subjectivity:
Interviewer: Do you think that students in other countries have the same
attitude toward their textbooks and their teachers and do you think
that those teachers have the same information?
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Samuel: I would say for the most part, yes. But there are some notable
exceptions for instance some countries like North Korea, they can
tell you something that is completely different.
Interviewer: Do you think that people write such textbooks because they
want to evade the truth?
Samuel: I suppose it’s possible but I doubt it. From what I’ve known
growing up it’s to tell you the truth and to make you a more
informed person. Once you are more informed person you can help
advance the society and possibly write those books yourself. I
doubt it’s to trick you.
Interviewer: – So you think it’s a matter of interpretation?
Samuel: I do think that it can be a matter of that. I don’t think that anyone
wants to trick you, I do think that sometimes it can be a matter of
interpretation and that’s why you should look at not only how
truthful your paper is but where it’s from and who wrote it. A lot
of the websites we are getting are from the French point of view
rather than the US point of view and so maybe slightly different
from what you have heard before. If it is a date, that is obviously
wrong but if it is opinion, or how countries viewed something, or
whether it was right or wrong, things can differ from place to
place. That doesn’t necessarily mean they are lying to you, that’s
just how they’ve always viewed it. (I2, p.5-6)
Samuel was accepting that there were cultural differences among social groups,
including countries, that would produce differences in interpretations but those
differences would not alter the events themselves, just the way they presented them.
Because there was no ultimate authority to make a judgment on what is the objective
truth, these interpretations “wouldn’t really be telling the truth, just the truth for them
rather than the truth for the other” (I2, p.6). He believed that each group would be guided
by its understanding of what is best for society and how to make “informed persons” who
could “advance” it. He was very skeptical of the possibility that countries’ authorities
may intentionally mislead their peoples, but he admitted the possibility of exceptions. In
order to make a judgment on the credibility of a text, the reader needed to take into
consideration “where it is from and who wrote it”, and then to place it according to the
reader’s system of accumulated knowledge. The notion of “accuracy” therefore was
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relevant to the social group’s or country’s cultural beliefs and values, and referred to the
consistency of the particular interpretation with those beliefs and values.
Processes and skills in L2 reading.
When Samuel had to choose which version, English or French, of the learning
journal to use, he initially chose the English one. During the first week, he recorded his
entries in English. During the second and third week, he still chose the English template,
but he switched between English and French when recording his entries. On the fourth
and fifth week, he chose the French template and he recorded mostly in French. During
the seventh and eighth week, he went back to the English template, and used both
languages for his entries. In following the sequence of template choices he made it
appeared that with the time passing he was becoming more confident in using only
French, but during the last two weeks his desire to work in French decreased. In
analyzing his disposition to use French, the content of his entries revealed a significant
difference in complexity. Initially, when students were instructed to record their
strategies, Samuel did not record anything but words or expressions taken from the
bookmark. During the first week, he did not feel confident in using his French language
skills in a new context, so he worked completely in English. Feeling somewhat more
comfortable from already knowing the task during weeks two and three, he progressed
toward recording in French by still using only the words and expressions from the
bookmark. Weeks four and five were recorded in French on the French language
template, suggesting that he was feeling confident while using what could be taken from
the bookmark. After I modified the request for recording entries related to content rather
than strategies, he switched back mostly to English because the task had become more

237
complex, and therefore more difficult to handle only in French. He had to make greater
efforts to come up with French sentences and possibly use longer time, which he
otherwise could use just to read. As I mentioned earlier, he preferred speaking in French
to writing in French. Every time he had to produce something in writing, it barely
contained the minimum length. I assumed that such predilection was partially due to the
amount of information that can be transmitted in a unit of time. He was more interested in
reading as much as he could during the reading sessions rather than recording something
he did not perceive as useful for himself, and therefore he did as much as to say that he
was following the directions. He did not make efforts to demonstrate his knowledge more
than the necessary minimum to have a good grade, as this became clear when he talked
about the differences between grades in a class and knowledge in a subject area. He
attributed a greater value to absorbing than to demonstrating knowledge. Because his
journal entries were very minimal in length and very repetitive in content, in my analysis
I relied more on the information gathered during my observations and the interviews.
Searching. Samuel usually knew what he wanted to research during each session.
He would sit confidently behind the computer, but he usually would not hurry to start
working, he would spend some time with his classmates talking about the possible search
topics. My impression was that he enjoyed socializing in French about things that he
knew. Usually, these conversations were not long, nor sophisticated; they were a natural
transition from the lunch period to the reading session, and since they were part of the
task and I wanted students to feel as little stressed as possible, I allowed such
conversations for a few minutes while students were logging in.
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In the first section of the learning journal requiring writing down what the
students wanted to research Samuel’s recordings were very economical: one or two
words, nouns, acronyms, or an adjective and a noun. For the first six weeks, in the
searching section of the learning journal he recorded the specific strategies without
providing any specific information to which they were applied. There were two to four
strategies recorded for a day. The majority of the strategies were recurring, but eventually
most of them were recorded at some point. The only searching strategy he never
considered recording was “using website design”. During the first week, the most
frequently recorded strategies were “using search engines”, three times, and “scanning
results”, three times. During the following weeks the most frequently recorded strategies
slightly varied, but revolved around “using keywords”, “scanning search results”, and
“using search engines”.
During the last two weeks Samuel started recording more specific information
about his topics, but completely ignored to mention strategies: “Tin Pan Alley, a place
where songwriters made songs, central place for developing popular music” (JW7, p.1),
or “les Nazis [the Nazis], un parti politique [a political party], pouvoir en Allemagne
[power in Germany]” (JW7, p.2), or “Pearl Harbor, base navale attaquée par les
Japonais [naval base attacked by the Japanese], raison des Etats-Unis entrer dans la
guerre [reason the United States to enter the war]” (JW7, p.1). In neither case did the
recorded information provide an insight as to how he approached the search: the entries
stated either strategies without linking them to the specific topics, during weeks one to
six, or aspects of the topic without linking them to strategies, during weeks seven and
eight. Seemingly, Samuel was not interested in the search process itself, or at least in
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recording it. He wrote the bare minimum that was required, and such behavior was
consistent with his philosophy regarding effort in class, grade, and knowledge: that
minimum meant sufficient compliance to the explicit task requirements that would allow
him to redirect his attention to what he considered valuable that might not be part of the
explicit task.
During the second interview I asked how the search process was going for him.
His response provided a little more insight into his approach:
I am learning new vocabulary and ways of searching in the French
language, how to do my research in French. When I say how to research in
French I mean how to look through links, how to sort through
hyperlinks… One example would be changing keywords when you go to
search engines on the Internet. Today, for instance in the French Google I
had used Deuxieme Guerre mondiale but most of the websites that were
coming up used Seconde Guerre mondiale, so coming from those results
that I was getting I changed it to Seconde Guerre mondiale and got more
pertinent results. (I2, p.1)
The terms he referred to were for the Second World War. Like James, he had used
a keyword but he found out that its synonym was used in French, and by making the
adequate adjustments he achieved better results. He also mentioned selecting links and
hyperlinks, which corresponded to what he had consistently recorded in his journal. He
did not think that he would learn anything new about searching for information, but he
appreciated being able to search in French, because he perceived such an ability to
indicate growth in his communication capacity. When I asked him whether his searching
skills had evolved, he seemed to be pleased:
It’s much more of a simple and easier process because I have gotten used
to doing it in French. I am able to point out things in my mind like
keywords and how to go through different headings and subheadings of
French websites more easily, simply because I have gotten more adept of
reading them quickly and sorting through details of paragraphs and things
like that. (I2, p.2)
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As Samuel mentioned earlier, he sought usefulness in the extensive reading in
terms of increasing his ability to learn about other cultural and social groups. He
appreciated the progress he had made in using keywords, headings and subheadings
because such progress in searching was indicative of increased progress in reading
comprehension. He reported improvements in typing in French as another unexpected
result from the regular online searching:
This is kind of odd, but typing in French is really something I am not used
to, as rarely do I do it. We have done it before a few times here but not
that often, so I am having to type in a lot of words for that. (I2, p.4)
Having in mind how reluctant Samuel was to write, he apparently appreciated the
relative effortlessness of typing in French isolated words or expressions that provided
him with significant amount of typing practice that led to improvement of his skills.
Reading comprehension. Samuel was aware of his relatively weak reading
comprehension skills. Because he was interested in the subject matter, he was actively
using strategies to facilitate his reading. His reading strategy recording in the learning
journal followed the pattern of his searching strategy recording: strictly using the terms
from the bookmark, beginning in English and passing to French without references to
specific article content, and completely abandoning strategy recording in exchange to
content recording during the last two weeks. The recorded strategies varied slightly from
day to day and from week to week, but ultimately only two strategies from the bookmark
ended up not mentioned at all: “unclear reference words” and “identify/construct main
idea statements”. The highest frequency strategy was “reread to clarify”, recorded almost
every day and followed by “clarifying new vocabulary”, “set own goals to predict”, and
“deep questioning”. During the first couple of weeks he recorded “using background
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knowledge” but later stopped mentioning it despite the obvious use of that strategy. He
probably decided that there was no point in writing that any longer exactly because he
perceived it as obvious.
The fact that rereading was recorded almost every day indicated strong desire to
understand the content by using context to figure out the unclear words and expressions.
Consistent with Samuel’s inclination to communicate in context rather than to explore
vocabulary, grammar, or other notions in isolation, he preferred to reread the texts than to
interrupt the flow of information by looking up words or expressions in a dictionary.
Although I had seen him regularly open the online dictionary, only a few times did he
record “using an online dictionary” as a strategy. “Clarifying new vocabulary” was
mentioned many more times”. These two strategies referred to solving problems with
new vocabulary, but “clarifying new vocabulary” was broader and did not necessarily
mean using a dictionary. I had observed him to use frequently an online dictionary while
reading the articles. He normally had one window open with an online dictionary, and
another window with the text to read. He explained:
Generally when I saw a new word that I didn’t know, I just looked it up in
the online dictionary and then I just tried to remember it for the future.
Occasionally, it would appear maybe in another article, especially stuff
that had to do with arms and war because there is a lot of that in history
obviously. Those things would appear several more times. A large portion
of the words that I had to look up was actually words that just appeared in
that article. (I3, p.4)
It appeared that he remembered many of the words he looked up online, or at least
he remembered them for the eight weeks of reading sessions. Often, those pertained to
the specialized war lexicon and would be useful to know in restricted contexts.
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During the second interview, after Samuel mentioned that the daily extensive
reading had made searching easier, I asked him whether there was anything else that had
become easier. “It’s helped my reading skills, for one. Just because reading so many
passages in a text has given me a lot of practice with reading” (I2, p.4). No matter that his
reading skills might have improved and that his background knowledge and the use of an
online dictionary might have helped his comprehension, I knew that these kinds of
reading were rather difficult for him. To the question about what he did when the text
was too difficult, he replied:
Usually that’s not the case because usually there are a few words that I
don’t know. I can just translate them or find a web program to translate
them. But if it is incredibly difficult which I’ve had only a couple of times,
first option is: I will usually look through the rest of the page and see if I
can find more information and kind of get everything that I can out of that
particular website. Then I’ll try another one, or I’ll go back to it later so I
can finish the rest of the website. (I2, p.4)
Clearly, Samuel was confirming that he quickly used the online dictionary when
he was dealing with the surface structure or the textbase and he wanted to eliminate the
problem with the new word so he could continue to absorb the flow of information with
as short an interruption as possible. He put much greater efforts into figuring out
meanings from the context and he derived satisfaction from delving into the situational
model of the text. He even looked for additional websites and documents for the purpose
of figuring out such difficult texts, and later went back to those texts that had created
difficulties for him.
In reflecting on which skills of his had helped him the most during the eight
weeks of reading, he referred to his grasp of French syntax: “I would probably have to
say being able to comprehend French sentences, how they are structured. Because even if
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you don’t know a word, the sentence structure helps” (I3, p.4). Although in my
professional evaluation, his reading skills were far from advanced, he relied on his sense
for grammar to understand the content. He admitted that reading was not always easy, but
that made it even more interesting: he would question himself and he would look for
connections:
Sometimes I would get some questions in my head if there were multiple
events that I hadn’t heard of pertaining to an event that I had heard of. I
would sort of wonder because often articles don’t make the connection for
you like why they didn’t do something else, so you want to know why
they did what they did. Sometimes that would get more complex as you
went on through the article and you got closer to the end; it would add
more events than you had heard of and it would kind of tangle up a bit
more. (I3, p.5)
Online reading in French was a challenge for Samuel, but a challenge that he
accepted willingly because it allowed him to progress in French, something he desired
but did not succeed in achieving easily, through studying history, something he loved and
readily engaged in.
Evaluating. In his learning journal, Samuel recorded most frequently checking
the reliability and the authority of the sources as a strategy to evaluate the quality of the
information. Next strategy recorded most frequently was checking the purpose of the
website. Along with the source authority, he considered the purpose of the website as a
building block of trustworthiness. There was only one evaluating strategy that he never
recorded as used: evaluating the quantity of information, which was likely due to the
adequacy of the accessed online documents’ length to their genre.
In comparison with printed information, namely books and textbooks, Samuel
thought that online information was at a higher reliability risk. He was prepared to
examine any inconsistencies that he might encounter during his online reading:
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If I find something contradictory, the first thing that I would probably do,
because for the most part if I had known that information previously, it
would probably be from a history textbook, so I would definitely double
and triple check the source that I was getting it from. Because if it’s
something like Wikipedia, it’s not necessarily a very reliable source of
information. (I2, p.5)
In his system of information values, Samuel clearly placed trustworthiness as
most important. At the beginning, when I asked Samuel what skills in his mind a person
should have in order to be able to read historical documents in French language online, he
immediately thought of the issue of trustworthiness:
In reading online versus a book the number one thing you need to be able
to do is judge how trustworthy the source you are reading from is,
especially if you are reading from something like Wikipedia, something
that’s editable by anyone. Then, I feel like when you are reading a
historical document you need to do the same things you do with historical
documents in English: check the time period, check who wrote it, just like
anything online, check for the trustworthiness of the source. And then,
since it is in French I feel like you need to be making sure you are
understanding it and if it is online, one thing that would help you to
determine the trustworthiness of the source is if it has grammatical errors.
If it does, it’s probably not that trustworthy. That helps you point that out a
little faster. Mostly it’s making sure you are understanding it and making
sure you are getting the general gist of what is going on in the document.
(I1, p.2)
In his reply, he pointed out three aspects: First, he made a connection between the
kind of information to be examined and students’ frequent online practices. Wikipedia
was an example for a frequently used online source, but he warned that it should not be
fully trusted because it was editable by people who might not necessarily be experts.
Second, he pointed out the necessity to transfer what students had discussed many times
in the history class about the trustworthiness of historical documents onto the reading in
French: authorship, time period of the source, and all the elements that might indicate a
degree of trustworthiness. Third, he insisted on the importance of having sufficient
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French language skills that would allow for content understanding and language
adequacy judgment.
Motivation for extensive reading in L2.
Curiosity. Samuel wanted to become able to fluently communicate in French with
French speaking people from places other than Quebec (I1, p.1). He imagined those
conversations, “just maybe for things I have to do during the day, things that would help
me, like a real conversation. Not like a facilitated one but just meeting people and talking
with them” (I1, p.1). He was curious to learn about other people’s ordinary issues or just
to exchange information. He probably expected to seamlessly learn about their cultures
while having everyday conversations.
When he could not figure out what tasunis meant, he said: “I really looked
through the whole thing and there was never an explanation…. I would like to know
because it was bothering me” (I2, p.3). This new word for which he could not find the
easy translation through the online dictionary stimulated his sense of inquiry and he
“looked through the whole thing” hoping to figure it out from the context. He did not
make the pronunciation connection on his own, which prevented him from quickly
solving his problem and kept him searching for the answer.
He approached the extensive reading with hope that it would help him satisfy his
curiosity about other people’s perceptions of historical events (I1, p.1-2). Although he
was confident in his existing historical knowledge, he became energized when he
identified knowledge gaps and enjoyed the process of inquiry: He shared the example
from before the extensive reading sessions began when he looked for information on his
own about the French and Indian Wars (I3, p.5); he was curious to learn more about Fidel
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Castro and was pleased to “find out much more specific details pertaining to the events
surrounding [the Bay of Pigs invasion], more specifically why the US invaded it, why
they told the people that had left Cuba they sponsored it” (I2, p.1).
Despite Samuel’s overall perception that he did not learn as much in history as he
did in French (I2, p.2), he recognized that these readings provided him with opportunities
to identify knowledge gaps that triggered his sense of inquiry. As mentioned in the
section discussing reading comprehension strategies, he “did learn a few more things, and
sometimes [he] would get some questions in [his] head if there were multiple events that
[he] hadn’t heard of pertaining to an event that [he] had heard of” (I3, p.5). In those cases
he “would wonder because often articles don’t make the connection for you… so you
want to know why they did what they did” (I3, p.5).
Relevance. Samuel found relevance of the extensive online reading in its
connection to another academic subject. His philosophy of schooling contained an
intrinsic need of subject area integration and continuity (I3, p.1-2), to which the ongoing
online reading sessions corresponded. Such correspondence was particularly relevant to
him because it involved history, his favorite subject (I2, p.2).
Although he liked the integration aspect, his own preliminary goals were set more
toward improving his French language skills rather than learning about history. In this
respect, as mentioned earlier in the internalization section, he insisted on the greater
benefit for the language:
You need to learn to apply your French somehow, like to an everyday
situation, and we do look up things about history all the time. I think it’s
worth to be learning about another subject in French as long as you are
using your French vocabulary and using everything you have learned in
French. You should do it because this is what this is all about. (I2, p.3)
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His strong conviction in the reading relevance transpired in the use of the forms
“you” and ”should”, and indicated that not only did he find relevance for himself but
also he considered such relevance general and undisputable.
Samuel viewed the relevance to history more as providing pleasant context for
language learning rather than providing rich opportunities for history learning: “ I am
learning not more about history but additional things in history at the same time that I am
learning more French vocabulary. ” (I2, p.2), or “As far as helping me in my history
class, not necessarily but I think I do learn some history as well” (I2, p.2). Learning
“some history” indicated a low quantitative relevance value that Samuel attributed to the
reading. However, he also gave indications of a higher qualitative relevance value when
talking about the readings on the Cuba missile crisis: “We had talked about it briefly in
class but I was able to get a more in-depth view of it [while reading in French], and it sort
of brought it all together in my mind” (I2, p.2).
In his reflections Samuel came to the conclusion that it might be more relevant to
explore other cultures’ perceptions of more recent historical events as opposed to events
in the farther past:
As far as the history part goes, I don’t think [the reading] was as useful
just because a lot of it was the same, because we are learning history that’s
farther removed, not necessarily history that happened only five or six
years ago. We are learning history that happened many years ago, so there
are not very many articles that are swayed by which country it is from, a
lot of them are largely the same. (I3, p.3)
Samuel would have considered relevant to his goals if he had found differences in
other countries’ perceptions. He wanted to have as complete a picture as possible of
francophone cultures and their perceptions toward historical events, but he did not
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attribute any particular value to the finding of perception similarities with what he
already knew as the American point of view.
Besides to current academic subjects, Samuel related the knowledge to be learned
from the extensive reading to future needs. He believed that such readings would improve
his French language skills applicable in potential everyday communication with Frenchspeaking people like his French pen pals (I1, p.2) or people from Quebec whom he
usually encountered in his yearly visits to New England (I1, p.1). He also found
usefulness in learning how to do research in French:
[Reading in French for history] really helps as a way of applying your
French knowledge in an everyday practical way. Searching on the Internet
is something most people do every day at this point. I think it was a good
way to use the French just to show how to do that in French, how to look
through results in French, how to read articles in French. It’s nearly the
same but not really. We read things in here but they are not necessarily
articles that you go through and choose, point out the good ones, and see
which ones are good articles and which ones have glittering kittens in the
corner of the screen. (I3, p.3)
He discerned the importance of having to select the readings and make decisions
about their trustworthiness on one’s own as an important part of the learning process. For
Samuel learning how to do research in French did not restrain the learner to use his or her
new skills only in French. “You wouldn’t necessarily need to use French, you could do it
in English if you want to but it’s the fact that you have the ability to do it in French [that
matters]” (I2, p.3). He saw the newly acquired skills through the reading for history as
applicable to any other area:
If you want to get a different perspective on anything, see what other
people’s cultural perspectives are on art or whatever, any sort of thing, you
can do that with any language really if you want to see another culture’s
perspective. (I3, p.5)
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Because his individual goals were geared toward improving his French language
skills, which would consequentially expand his ability to communicate with native
speakers and learn about their cultures, Samuel found the extensive reading meaningful.
Satisfaction. Overall, during the interviews Samuel expressed satisfaction with
the work he had done over the course of the eight weeks, which corresponded to the
impressions I had generated from observing him during that time. I saw him many times
smiling when reading or when discussing something about the reading with a nearby
peer. His expected outcomes did not relate to anything immediately tangible, like a grade
in either the French or the history class; he expected gradual improvement of his French
language skills, not necessarily measured by his grade in the French class. He enjoyed
having the knowledge and skills to do things that were not necessarily viewed as
pragmatic: “sometimes I like reading things in French that I wouldn’t normally be able to
read, like, I’ve read structured manuals in French instead of in English just because I can”
(I1, p.1).
The main source of satisfaction for Samuel came from the sense of learning. He
identified several areas where he thought learning occurred: a little bit in history (I2, p.2;
I3, p.4), more in French language (I1, p.2; I2, p.2), in doing research (I2, p.3; I3, p.5), in
forming general conclusions (I3, p.4):
I’m learning all sorts of things about history that I didn’t learn in my
history class because we are doing this additional research in French, but
also I am learning new vocabulary and ways of searching in the French
language, how to do my research in French. (I2, p.1)
He was even pleased to learn something that he did not enjoy doing, typing in
French: “I don't particularly enjoy it but I do feel that I am learning something. I really
feel like it’s learning how to do anything” (I2, p.4). Writing in French through the
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computer keyboard provided practice in spelling and accent marks, and contained
perceived usefulness in a broader and more practical sense. During a member-checking
conversation, he expanded on that usefulness: in the modern world one never knew what
kind of writing one would need to suddenly produce. He said that he would feel very
uncomfortable if he were asked to quickly enter some information in French, but he did
not to know how to put the accent marks. For this reason, he perceived his typing
experiences in French as especially functional.
Many of the students in the class had expressed a desire for “more structure” so
they would not have to select the readings on their own. Samuel never exhibited any sign
of frustration related to the self-selection of texts. He seemed satisfied with his freedom
of choice and freedom of pace for reading. He was one of very few who did not complain
at any point from the “tediousness” of having to research the same historical topic for
several days. Because he never mentioned it and never seemed bored, I specifically asked
him whether such kind of daily research did not sometimes become tedious. He
acknowledged that it occurred, but immediately dismissed the idea that it rendered the
reading less rewarding:
From time to time, it does become a little tedious, yes, but I think it’s
worth it. I think that when you discover something new, like when you
learn how to use your French vocabulary and French skills better, it’s
something worth it. (I2, p.3)
The satisfaction he demonstrated might also have been due to the fact that there
were no grades in the French class associated with the extensive reading task, other than
for class participation. In this respect the issue of evaluation fairness did not come up at
all, and the absence of stress around the task allowed Samuel to make a judgment: “[The
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reading] is going pretty smoothly, we are learning from it, and that’s what we want to do”
(I2, p.6).
Confidence. Samuel, whose speaking proficiency level I had determined at
Intermediate-Mid, was relatively confident in his French language skills: on the one hand,
he reported “feel[ing] comfortable in the classroom” (I1, p.1; I1, p.3), feeling “nice”
when speaking with native French speaker from Quebec, (I1, p.1), and feeling proud
when reading “structured manuals in French instead of in English just because [he] can”
((I1, p.1). He was ready to engage in new conversations with other people from other
French-speaking places (I1, p.1) because he did not see his language weaknesses as
serious limitations to his communication. On the other hand he admitted being “pretty
average when it comes to comprehension” (I1, p.2). When discussing his perceived
deficiencies in French, he immediately mentioned ways to overcome them: “I understand
the majority of it and there is a few words obviously that I don’t know but I can always
look those up” (I1, p.2). He identified capacities for comprehension that could
compensate for the shortfalls: “I can understand the general flow of what’s going on, I
can understand most of the sentences, most of what’s happening in the document” (I1,
p.2).
In history, Samuel felt especially confident: “[History] is my best subject” (I2,
p.2). My informal classroom observations over the course of the school year and the
formal ones during the eight weeks of extensive reading led me to the impression that he
was indeed very interested in history and easily made connections in the French class
with appropriate historical knowledge he possessed.
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In the specific extensive reading situation when he had to search and select
relevant texts, in order to read them and make judgments, he reported feeling confidant in
having sufficient skills to successfully accomplish the task:
I think I have learned plenty from my history teachers over the years about
how to read historical documents, and from all my teachers on how to read
on the Internet, and from all my French teachers I have definitely learned
enough language that I am able to comprehend the documents and what
they say. (I1, p.3)
Volition and self-regulation. The strategies that Samuel used for learning were
based on his own desire to improve in areas of his choice and on his low interest in doing
things primarily for a grade. He believed that when the academic situation did not offer
optimal conditions for learning, he had to rely on himself and make attempts to achieve
what he deemed important (I3, p.2). In many instances during the interviews he used
language suggesting that students needed to apply self-regulation: “it is worth it” (I2,
p.3), “you should do it because this is what this is all about” (I2, p.3), “you need to learn
a lot of vocabulary, you need to make sure you understand” (I3, p.4).
In discussing possible difficulties that might have emerged from the complexity
of the task he expressed disagreement in such a possibility: “There isn’t anything that has
become more difficult as a result because practice makes perfect with anything. If you are
searching more and reading more in the French language it becomes easier” (I2, p.4). In
his view, the way to master knowledge or skills was to consistently work on them.
The difficulties he encountered were minor because they were related to new
vocabulary, and he had a quick way to overcome them by using online dictionaries (I3,
p.4). Sometimes when he could not immediately find the definition or the translation, he
looked for explanations or clues in the text itself. An example was the effort to find the
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meaning of the word “tasunis” (I2, p.3). When he did not find the needed clarification, he
asked me.
The most frequently recorded reading strategy in his learning journal was
rereading. Rereading so consistently indicated his will to overcome frequent
comprehension gaps but the existence of such gaps did not discourage him from
continuing, nor did it decrease his confidence in his ability to fill those gaps. There were
instances when he wanted to clarify a concept and he searched for information on
additional websites before returning to the initial text (I2, p.4).
Samuel’s efforts to overcome the difficulties and comprehend the texts’ content
were not draining him, to the contrary, he found them rewarding because he was building
his own confidence by persevering in authentic language environment:
When you go through articles that are by natural French speakers you pick
up a lot of new vocabulary, you have to learn a lot of new vocabulary.
Occasionally there are word structures you haven’t learned; you [cannot]
learn them because there are quite a few of them, but you need to make
sure you [understand] and you need to feel more comfortable with reading
French articles written by francophone speakers (I3, p.3-4)
Finally, Samuel did not want to compromise the trustworthiness of the new
knowledge he was gaining. In order to protect himself from the harm of unreliable
sources, he made sure that he did all the necessary steps; “check the time period, check
who wrote it, just like anything online, check for the trustworthiness of the source” (I1,
p.2).
Summary. The most salient characteristic of Samuel’s task internalization was
his strong interest in history. Although his French language skills were not equally
strong, he enjoyed applying them both in real life circumstances and in class for the
purpose of learning. He welcomed the opportunity to use these skills for the exploration
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of historical topics. Being knowledge-oriented as opposed to grade-oriented, he did not
feel any effect from the lack of graded work on the content and quality of his reading and
processing. Because he was focused on his learning in history, he chose to record mostly
in English in order to eliminate any possible interference of language related difficulties
with the flow of his content intake. In his inquiry into perspectives, he sought
clarifications on the presentation and details of the interpretation of historical events. His
remarkably economical strategy recording made an exclusive use of the bookmark
terminology in its English language version, which confirmed his intense focus on
historical content avoiding any possible distractions caused by language. He used
multiple search engines, and actively engaged his background knowledge in exploring
other perspectives. His sense of inquiry was driven by his long-term interest in history
and facilitated by his disposition to use his French language skills for the purpose of
gaining long-term content knowledge. He avoided possible distractions that could have
come from peers by working alone. In order to ensure adequate understanding of difficult
texts, he frequently reread the information and used the online dictionaries to expedite the
process. His disposition to use his existing, although not necessarily strong, French
language skills for the purpose of seeking information on topics of interest gave reasons
to suppose a high possibility for future self-initiated extensive reading in French.

Cross-Case Analysis
Internalization of task. Cross-case analysis of the different data sources
collected from the four key informants revealed considerable similarities and differences
regarding the process of internalization of the ongoing task to search, self-select, and read
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authentic online French language texts that were related to topics concurrently studied in
the History of the Americas course. While all four key informants were highly achieving
students in the academic areas of history and French language, they differed in the degree
of intrinsic interest in mastering the respective content and in the reasons for nurturing
their interest toward these academic areas.
James and Michael displayed a genuine interest in exploring the organizational
structure of the French language, phonetics, morphology, syntax, and wanted to know the
reasons behind the pragmatic use of idiomatic expressions and discourse styles. Emily
and Samuel enjoyed being able to communicate without focusing on the grammatical and
lexical accuracy as long as they were able to convey their message and understand the
message of the interlocutor or the text with which they interacted. Such a focus of their
interest corresponded to the levels of proficiency they had achieved for the same five
semesters of French language courses. James and Michael were at the Advanced level,
while Emily and Samuel were at the Intermediate-Mid. James and Michael deliberately
sought out-of-class application of their knowledge and skills, while Emily and Samuel
enjoyed the opportunities that presented themselves as opposed to making efforts to
create such opportunities.
Although each one of the two pairs had common traits, the individuals in them
differed from each other as well. James and Michael sought out-of-class applications in
different ways: James read or listened to the news in French after having read it in
English to ensure optimal use of his time by avoiding possible vagueness of meaning
and/or confusion. He spent little time in looking for singers and songs, but he enjoyed the
ready-to-use information he was receiving from his French pen pal. He subjugated the
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out-of-class self-selected application to the goal of learning the language. Michael, on the
other hand, dived directly into the French world by accessing the news primarily from
French sources, and by searching online for songs and new French singers. While
James’s application was more oriented toward the conscious language learning,
Michael’s approach was more geared toward informed acquisition (Krashen, 1981).
Emily and Samuel, who enjoyed having the ability to communicate in French but seldom
or never spent time in purposeful amelioration of their language skills outside of class,
also had different approaches. Emily took pleasure in listening to a native French
speaking students and studied for exams and interviews with flashcards, vocabulary lists,
and verb conjugation charts, while Samuel engaged in conversations with the French
speakers from Quebec and thought of using French online sources for academic purposes
when he felt the need of factual information for another class.
The key informants displayed differences in their understanding of what was
appropriate to include in a foreign language class and the role of grades. James was
worried that we were not spending sufficient time to prepare for the AP test format and
he was looking for the balancing formula that would provide time for all useful aspects:
real-life application, curriculum integration, and test preparation. Emily said that she did
not understand the reasons for the integration of the history curriculum in the French
class at all; she acknowledged my right as a teacher to decide what to do with the course
content and she was ready to comply, but she made it clear that such an integration did
not correspond to her perceptions for content appropriateness. Michael viewed the
integration with other subject areas as very meaningful, but he happened to be
disinterested in the historical topics that were part of the specific integration. Samuel
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seamed to enjoy the most the eight weeks of explicit integration because in general, he
perceived cross-curricular integration as important and because in particular, his favorite
academic subject was involved.
While James and Emily showed heightened interest in the numerical evaluation of
their achievements, Samuel and Michael attributed lower importance to grades. The lack
of graded work related to the ongoing reading task (except the two reflective essays that
were not used as data sources for this study) did not seem to have significantly impacted
students’ performance. James conscientiously followed al the instructions and did the
appropriate reading; however, when he learned the topics of the forthcoming essays, he
was able to increase his focus on the specific content aspect and started having the feeling
of learning. He appreciated knowing the assessment topic in advance because it allowed
him to read with a purpose, which would lead to better performance at the time of the
assessment, and a better grade on the essay. Emily was relieved that there were no grades
associated with the reading, and did not apply herself as much as she would have if
grades were a consequence of the task. For Michael and Samuel, there was no difference
whether the work was graded or not because they had stable stances on what was aligned
with their individual interests, what represented a gain in their personal knowledge, and
how a grade could not completely correspond to that knowledge. They certainly did not
ignore the practical importance of grading and they did have high grades, but they saw
them as a consequence of their knowledge rather than what drove their learning.
The internalization of the task was related to students’ attitudes toward the history
content and course more evidently than by their attitudes toward the French language and
course. Samuel and James were strongly interested in history as an academic subject and
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the specific topics of exploration, while Michael and Emily showed weaker interest in it.
History was Samuel’s strongest subject, and he clearly enjoyed spending time in the
French class on historical topics. For James, history was interesting although not on the
top of his preferences. Michael liked only particular topics primarily related to
colonization, African-American history, and contemporary world issues. He was
knowledgeable in all historical topics studied at school, but he disliked having to spend
additional time on them because he seemed bored with them. Emily demonstrated herself
as striving to learn what was required in order to have good grades, but not being
intrinsically interested in any particular part of the course content. In one way or another,
all participants expressed a feeling of redundancy and tediousness with the only
exception of Samuel for whom the repetition of content created new opportunities to
explore that content.
Students’ performance on the reading task did not seem to be influenced by their
history teachers’ involvement. No matter that one of the history teachers showed interest
in the additional reading that his students were undertaking, whereas the other did not
show either approval or disapproval in class, key informants demonstrated various
degrees of personal interests in the task. The most interested among them, Samuel, and
the least interested, Emily, were part of the involved teacher’s class. James, interested but
to a lesser degree, and Michael, disinterested but to a lesser degree, were part of the
history class taught by the teacher who did not show involvement. In both classes one of
the two key informants complained more heavily than the other from the repetitiveness in
the history class and expressed boredom with the way the class was taught, while the
other seemed accepting of the class without objections.
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The main themes that emerged from the data related to cultural awareness and
critical thinking were related to authorship and background knowledge. The two key
informants who demonstrated interest in history, Samuel and James, independently came
to very similar conclusions that people from different countries and cultures wrote about
what was of utmost interest for their immediate life and needs, and not as much about
issues unrelated to their countries and peoples such as American historical events with
limited impact on their countries’ history. Also, access to online documents required that
readers develop an additional filter to make appropriate judgments about the
trustworthiness of the authors because in the new global context of more democratic
communication, people with wide varieties of knowledge, social, cultural, and
educational background could publish on the Internet, which meant that the readers
needed to develop more complex mechanisms to detect bias and separate facts from
interpretations. Discoveries and conclusions were drawn by the two informants who were
interested in exploring the historical topics, who did not feel that the readings were a
mere repetition of the content of the history class, and who, based on their existing
knowledge, were able to detect differing nuances in the interpretations of historical facts.
The two informants who showed low interest in the additional exploration as part of the
French class either did not find any differences, or drew unjustified conclusions about
general differences, thus suggesting that their process of internalization of the task did not
involve adequate critical thinking and did not lead to an increase of their cultural
awareness. On Table 6, informants’ most salient characteristics related to the criteria of
internalization are displayed.
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Table 6
Internalization of Task
Criteria
James

Emily

Michael

L2
Proficiency

Advanced

Intermediate-Mid

Advanced

Attitude to
French
Language

Inquisitive,
perfectionist

Moderately
interested,
not inquisitive

Inquisitive,
perfectionist

Attitude to
French
Class

Seeks theoretical
and pragmatic
knowledge and
skills; grade
oriented

Enjoys but does
not actively
seek knowing;
grade oriented

Seeks theoretical
and pragmatic
knowledge and
skills; grade is
not a goal

Samuel
Intermediate-Mid
Moderately
interested,
not inquisitive
Seeks pragmatic
knowledge;
not grade
oriented

Internalization:
French
Language
and Class

Seeks
connections
and practical
use

Enjoys
ability
to use
language

Enjoys
discoveries
about practical
use

Enjoys
ability to use
language for
practical
reasons

Internalization:
History
Class

Seeks
clarifications
and details

Resentful,
feels
bored

Resentful,
feels
bored

Seeks
clarifications
and details

Cultural
Awareness
& Critical
Thinking

Deeply
explores
perspectives

Does not
explore or
understand
perspectives

Superficially
explores
perspectives

Deeply
explores
perspectives

Processes and skills. While participants did not have a choice regarding the
general topics of exploration and the language they were using for the online reading,
they had the choice to use either the French or the English versions of the bookmark and
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the template for the learning journals, as well as either French or English as the language
for recording in it. James and Michael chose French, and consistently stayed with it
throughout the eight-week period; Emily and Samuel worked in English. The choice of
language corresponded to individual French language skills. James and Michael’s
advanced proficiency skills allowed them to both read and write in French, whereas
Samuel and Emily’s intermediate proficiency skills made reading comprehension and
journal recording difficult. Samuel, who had stronger background knowledge in history
and more past real-life exposure to communication in French, attempted using the French
version of the learning journal and recording in French for two weeks, but found it too
cumbersome for the processing of content, and restored the initial use of English. Emily,
who used the English version of the bookmark and learning journal, inconsistently
attempted using French for recording but in those infrequent cases her language often
represented a mixture of both languages even within the same sentence.
The key informants determined different skills as having primary importance for
the purposes of successful online processing. Emily and James pointed historical
background knowledge as such a priority, although each one of them referred to a
different level of understanding. While Emily was concerned with understanding the
surface structure and the textbase, syntax, specific vocabulary, and literal meanings,
James perceived background knowledge as necessary to explore the situational model, to
use his own existing views and compare them to the new cultural perspectives revealed
through the text. Samuel thought that both French language skills and background
historical knowledge were equally important because on the one hand, he was cognizant
of his own deficiencies in French that presented obstacles on his way to operate
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smoothly; on the other hand, being very knowledgeable in the domain of history, he
understood the possibilities for many interpretations of facts. From Michael’s point of
view, familiarity with the functioning of the online community and strong French
language skills were indispensible for successful processing. He understood that different
authors with various credibility and purposes for publishing have made their documents
available to online readers, and he perceived the reader’s ability to purposefully filter the
flow of information in an educated way as essential. He also thought that good French
language skills were a requisite for adequate reading comprehension.
The four informants exhibited different tendencies to use search engines. James
and Samuel, who were interested in exploring the historical content, tried using multiple
search engines, while Emily and Michael, who felt forced to remain immersed in the
uninteresting historical content, did not attempt using any other engine besides Google.
Emily acknowledged that she should try some other ones, because she had accepted to
follow directions without necessarily understanding the reasons behind those directions,
or at least to appear as obeying. Michael, on the other hand, had a clear understanding of
the use of multiple sources of information including search engines, but by not making an
effort to vary them, he expressed his dislike of the task. Different approaches in regards
to refining keywords while searching suggested different skills and understanding of the
search process on the part of the key informants. Michael claimed that he always had the
right keywords, and did not need to refine them. He clearly was not interested in delving
into the historical details, and the combination with his high confidence in his French
language skills was a sufficient reason for his quick satisfaction with the results. Emily,
who did not make efforts to adjust her keywords either, showed little understanding that
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by entering only the name of an American historical figure as a keyword, the results
would be mostly, if not exclusively, in English. James and Samuel methodically adjusted
their keywords in looking for the information that corresponded most closely to what
they had planned to explore for the day. Both use of search engines and adjustment of
keywords seemed to primarily depend on the learner’s interest in historical content.
The informants had different purposes for reading, therefore they perceived
reading comprehension differently. Those who had interest and/or knowledge in at least
one of the integrated disciplines were focused on understanding the details. James and
Samuel looked for details related to the content, whereas Michael was focused on the
details of the linguistic expression. All four key informants reported resorting to guessing
from the context and using online dictionaries. James and Michael who possessed
stronger language skills could guess more quickly and effectively; Samuel and Emily
used the online dictionary, and even the translator, more often. However, Samuel did not
trust completely the dictionary’s help; he often reread in order to ensure accurate
understanding. He adjusted the pace of reading and when he found himself in need to
clarify vague terms, he sought help by asking me, the teacher. Michael and James who
had strong skills did not seek my help because they were able to solve linguistic problems
on their own. Emily, who had weaker skills and low interest in content, did not seek my
help because she simply skipped the difficult texts. The two informants with weaker
content interest also tended to more frequently notice the presence of images and reported
that they helped them to process the content.
The main processes in evaluation of the accessed information were related to
questioning and determining the reliability and authenticity of the sources. James,
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Michael, and Samuel based their judgments on their supposition for the authors’
credibility. Emily could not formulate logical criteria for her evaluation other than the
presence or absence of English words in the title or in the text body. The informants
attributed different significance to the text difficulty. Logically, reading authentic French
texts about history was much more difficult for those with weaker language skills than to
those with stronger skills. However, not only French skills emerged as creating
difficulties, but also length of the text, as it was the case with Michael. While Samuel and
James never mentioned text quantity as a parameter for evaluation, Michael often
recorded length and text difficulty. Table 7 shows a summary of informants’ skills and
processes during the online daily reading.
Table 7
Processing
Criteria

James

Emily

Michael

Samuel

Language
of
Recording

French;
Free wording

English;
Bookmark
terms and
free wording

French;
Free and
bookmark
wording

English (some
French);
Exclusive
bookmark
wording

Searching
Skills and
Processes

Multiple
engines,
Thorough
search

Single
engine; Uses
names as
keywords

Single
engine

Multiple
engines;
Thorough
search

Reading
Skills and
Processes

Background
knowledge;
Online
dictionary

Background
knowledge;
Surface
questioning

Long texts;
Uninteresting
topics

Evaluating
Skills and
Processes

Reliability
and
authority

Authenticity,
Text difficulty,
Images

Reliability,
Text difficulty,
Images

Background
knowledge;
Rereading
Trustworthiness
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Motivation for extensive reading in L2. Informants’ sense of inquiry manifested
itself in various forms. Michael inquired into the French language structure and idiomatic
use and paid little attention to content. James too seized the opportunity to explore
language structure every time he identified a linguistic gap in his knowledge; however,
his main focus was on the content exploration. Samuel was strongly focused on
researching the content and he incidentally explored language aspects that arose from his
effort to process the content. Emily did not display inquisitiveness in either domain. She
was not interested sufficiently in French language structure or pragmatic use, nor was she
interested in the historical content. She saw little relevance of the extensive reading task
to history or French language, and she was not motivated by the prospective of obtaining
a grade mark. Relevance for Michael was in the long-term knowledge and skills in
French. For Samuel and James it consisted in the increase of their long-term knowledge
in both history and French, although each one of the informants gave different weight to
each domain.
Confidence in the informants’ own ability to process historical content and to use
existing French language skills varied from person to person. Emily practically lacked
confidence in either one but compensated with superfluous discourse: during reading by
talking with peers, during recording by writing in her journal pleonastic entries, and
during the interviews by lengthy responses with superficial, often contradictory
information. Michael found his confidence in his strong French language skills; Samuel
respectively, in his strong knowledge of history; James felt confident in both. Samuel,
who enjoyed learning about history while seamlessly improving his language skills,
displayed the highest degree of satisfaction from the task. James was satisfied by the
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integration too but his complete satisfaction was troubled by the imminence of the AP
exams that removed some of the pleasure. Michael expressed overt dissatisfaction related
to the topics of exploration but at the same time, he showed fulfillment caused by his
discoveries in the French language. Emily formulated satisfactory gains for herself in the
areas of vocabulary and evaluation skills, but they remained pale in comparison with the
satisfaction from the fact that the reading sessions were finished. She felt dissatisfied
from the fact that a large amount of time was spent in class in doing an activity for which
there was no grade, and she perceived that time as wasted.
Informants’ volition and self-regulation, like all previous elements, showed both
similarities and differences. Emily and Michael, who were less interested in the content
exploration, often approached their learning by discussing their reading with peers,
whereas James and Samuel worked alone and rarely talked with anyone. While all
informants seemed to appreciate the explicit knowledge on strategy use, they did not
seem to attribute a high importance to their recording because they perceived spending
time on recording as a distraction to their learning. They found different ways to adjust
the recording to their perceptions of usefulness. Michael wrote prolifically in French,
which gave him the excuse to read less intensively. Samuel chose the most economical
approach – to mark only the terms from the bookmark in English. James diligently
followed all the directions and stopped feeling that his learning suffered only after the
modification of the instructions for recording. The prevailing order of measures taken to
deal with difficulties arising from the texts were as follows: first, informants guessed
from the context, second, they resorted to the online dictionaries, third, some slowed
down their pace of reading and reread (Samuel); next, some used online translators for
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longer chunks of language (Emily), and last, some of them skipped the difficult texts
(Emily). All informants showed flexibility in their efforts to tackle the texts according to
their perceived needs. Table 8 presents the main characteristics of the four informants in
relation to the five criteria corresponding to the principles of motivation.
Table 8
Motivation for L2 Reading
Criteria
James

Emily

Michael

Samuel

Curiosity

Highly
curious
in history
and French

Not curious
in history
and French

Not curious
in history;
highly curious
in French

Highly curious
in history;
not curious
in French

Relevance

Finds
relevance in
knowledge
and grade

No relevance
to knowledge
or grade in
history or
French

Finds
relevance to
French skills;
not to history

Finds
relevance to
knowledge
in French
and history

Confidence

Highly
confident
in French
and history

Moderately
confident
in French
and history

Highly
confident
in French
and history

Highly
confident
in history;
moderately
in French

Satisfaction

Moderateto-high

Moderateto-low

Moderateto-low

High

Volition
and SelfRegulation

Focused;
Works alone;
Dictionary

Easily distracted; Easily distracted;
Translator;
Dictionary
Peer collaboration

Focused;
Works alone;
Dictionary
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CHAPTER 5
DISCUSSION AND IMPLICATIONS
This qualitative study explored the relationship between students’ reading skills in
French as a foreign language, the processes that drive their understanding of academic
content specific to the History of the Americas course, and their motivation to read
authentic French language texts. The questions that guided the study were as follow:
1. How do students internalize the task of self-selected online reading in L2 for
content understanding pertaining to their History of the Americas course?
2. What processes and skills do students evidence and draw upon to locate and
read for information in L2?
3. What are the implications for building a theory of student motivations for
extensive reading in L2 beyond the classroom context?
The participants in this study were junior students in an International
Baccalaureate Program who during their spring semester were taking a required level five
of a French Language course and a required History of the Americas course among other
courses. Participants spent 25 minutes every day during eight consecutive weeks in
online searching, selecting, and reading of French authentic texts related to their topics of
study in the history class. Among the 14 participants, four were selected as key
informants through whom processes of task internalization, reading skills and processes,
and motivation for extensive reading in L2 were explored in detail. Data sources included
three rounds of interviews, participants’ learning journals where they recorded used
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strategies, and researcher’s observation notes. Interpretive Phenomenological Approach
(Smith, 2004) was used to analyze the data through the theoretical framework of activity
and motivation theories (Engeström, 1987, 1993, 1999; Keller, 1983, 2008)

Internalization of the Task
Sociocultural context and mediating tools. Activity theory (Engeström, 1987,
1993, 1999) represents a model of individual action that takes place in the sociocultural
context where the individual lives and acts upon the content through the mediation of
instruments. In the setting of the study, French language, computers, and Internet were
the instruments through which students executed the task of searching for, selecting
authentic materials, and learning content by reading the selected materials.
The sociocultural context, or community, in which each individual student acted
upon the task, and that gave direction to his or her individual activities consisted of peers,
myself as their classroom teacher during the period when the activities took place, and
the student’s respective History teacher who was indirectly influencing the choices made
in the process. All students possessed at least the minimum of French language skills
necessary to conduct a search in French for a topic of their choosing, to determine the
appropriateness of materials found on Internet in relation to the content and the level of
difficulty of the text, to select the quantity of text to read, and how deeply to look into the
content of the chosen text. I, as their teacher, was present in the computer lab while they
worked on the task, sometimes answered questions related to the wording of a key
expression to be used to search, and sometimes just listened to their comments related to
the texts they were reading. The two History teachers displayed different levels of
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engagement with this study. One of them, who was teaching five of the 14 participants in
the study, overtly announced in class that he was interested in knowing what his students
would be learning from the French online sources. He also asked all students to bring an
article in either French or Spanish related to something in American history thus giving
an additional task to the rest of the students who were taking Spanish as a foreign
language. He spent time in class discussing specific similarities and differences of the
points of view presented in these articles. The second teacher, who had in his class nine
of the participants in the study, did not oppose or ignore the additional reading they were
doing in French, but did not encourage it either through an explicit acknowledgment of
its importance or an additional assignment that specifically required access to materials
produced in another language.
Besides the demographics of the community, activity theory equally considers the
importance of the specific rules that govern it. These rules may be determined by
historical, institutional, or social-material conditions. Historically, the International
Baccalaureate (IB) French Language classroom in an American setting does not differ
significantly from the IB French language classroom in a different country. Lack of such
difference has been the goal of the IB Organization. The IB Foreign Language classroom
is expected to function in language immersion, to address various themes related to
human existence and social activity, to explore in depth the structural and pragmatic
aspects of the target language, and to generate increasing familiarity with and sensitivity
to the different cultures of the target language. In the specific classroom and time period
of the study, speaking in French remained a basic rule, however in rare occasions, it was
breached, usually without sanctions on my part, due to the nature of the task involving
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curriculum integration with a subject taught in English. Sometimes students discussed
with each other in English what they were studying in the History class in order to recall
details and make decisions about what aspects of those topics to research. Other times
they asked peers about the possible meaning of a word or an expression. Although
students occasionally allowed themselves to communicate in English, they never allowed
themselves to breach the immersion rule with me and never addressed me in English.
In terms of institutional rules, the 25 minutes dedicated to individual online
searching, reading, and recording took place during the last portion of the class period,
immediately after lunch. Upon students’ arrival from lunch, the group went to the lab to
independently continue working on the online reading for the History class, usually
without any specific instructions for the day on my part since the task remained constant
throughout the eight weeks. The rules also included limited interactions with peers and
minimal use of English only when necessary depending on the individual student’s
judgment. Students carried their learning journals for the week with them and recorded
their reading activity either simultaneously, as they searched and read, or consecutively,
upon finishing the activity for the session prior to the bell. They did have the choice to
decide which way to proceed, but they did not have the choice not to record. Ultimately,
most students chose to record while reading.
The social-material rules determining the context of the activity included
mutually respectful communication between teachers and students. As I mentioned in
chapter 3, Methodology, this IB program combined the privilege of accepting only highly
motivated students often coming from middle and upper class families with the
challenges of a public school located in an area with residents of middle-to-low socio-
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economic status. The participants in this study were all from middle class families, used
to living at home in relative material comfort, and in possession of the digital
communication technology available on the market. All of them had personal computers
to use at home, but at school they were using only school computers. The school had
eight computer labs that theoretically could be used by any teacher through preliminary
reservation. Most labs ended up being used by teachers whose classrooms were in the
respective vicinity and very often for the same or similar academic subjects. For this
study, I used four labs, which I reserved each one for a weeklong period of time. Such a
decision on my part was dictated by my need to use a lab daily for the same period of
time without preventing other teachers to use it during those periods. By changing the
labs weekly, I was occupying the same lab for only one week at a time, and participants
in the study easily knew where to go for the online reading session. Although the
computers’ brand and age varied from lab to lab, all the computers had technological
characteristics that were adequate for the task, and each participant had at least the
minimum necessary technological knowledge, skills, and personal routines related to
their use. Overall, the social-material rules involved respectful use and care for the school
property, as well as for the belongings of each community member.
According to activity theory, the third element that constitutes the context in
which the community functions is division of labor. Horizontal division refers to the
actions and interactions among community members. Each participant had the individual
task to find and work with information, which he or she identified as corresponding to the
reading task and his or her own abilities to work in French. In this sense, there was no
particular division of labor since there was no group task involved. In general, race,
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gender, or socio-economic status did not play any perceived role in these individuals’
relationships. They had known each other since the beginning of their freshman year,
they had taken many classes together, their academic aptitudes and achievements were
within a close range, and they had developed friendly relationships with each other.
Every one of them had a pronounced sense of identity that involved gender, race,
religion, or ethnic background but none of these factors seemed to determine by itself the
status of a single individual in the group.
Vertical division of labor refers to the division of power and status. While there
was not any explicit vertical division among participants, there was a clear division
between student participants, teacher participants, and myself as the participant
researcher. The roles of the students were determined by the task, which I as their French
language teacher had assigned, and the consent to and engagement with this task of their
respective History teachers. Although this long-term task started enthusiastically by most
students, it transformed to a routine operation. Despite the noticeable overall change of
attitude after a few weeks from interest to compliance to it as to something that must be
done just because it was assigned by a teacher, I did not observe overt resentment or
objection to it. Such compliance was very typical of these students, and might be due to
their value of education and respect for their teachers. However, these students were not
intimidated to ask for clarifications or sometimes to politely object to requirements
without undermining the teachers’ authority. After noticing the decreasing interest, I
made adjustments to some of the aspects of the task: students were to continue searching
and reading the same kind of information, but they could focus on recording elements of
the content they had read about rather than the strategies they used. I observed an
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increase of interest in the readings, fewer off-task conversations during the sessions, and
better recall of the processed information. During the interviews, students explicitly
shared their relative dissatisfaction with the initial recording task as opposed to the one
that followed, and explained their thinking. Another wave of change in attitude toward
the overall task emerged when I asked students to review their learning journals while
continuing to read, to select several events, the interpretations of which revealed
opposing views, and to prepare to describe those differences and comment on them. I
noticed a new level of focus in their recording, evident in the increase of recorded new
French words and expressions and more evaluating details related to the content rather
than to the source of information. The interactional dynamics between us as participants
in the same classroom context could be generally characterized as respectful, demanding
serious and rigorous work from both sides, and tolerant of incidental individual
shortcomings.
Subjects, objects, and outcomes. The focus of activity theory is on the agency of
a subject within a specific context. In this study, all participants were subjects of
individual activities. Although the assigned task was the same, each one of them was
involved in a different activity determined by his or her personal history, goals, and
current abilities. Each one had his or her own object of activity, directed by the subject’s
motive for an outcome. How participants in the study internalized and executed the task
depended on their nature as individual subjects and what their individual ideas of
adequate outcomes were at the time of the execution of the task.
To analyze the informants as subjects of the activity, I looked into their learning
history and how it might have influenced their reading activity, what were the individual
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activities in which they were engaged within the given task, their French language
knowledge and skills, their interest in French and history, and the goals that moved them
both daily and throughout the eight weeks. Being these students’ classroom teacher
provided me with additional knowledge that I could not have possessed had I not known
them prior to beginning the data collection and had I not established trusting and
respectful relationships with the class as a whole and with each of the informants
individually. I analyzed their attitude toward the French language and toward the French
class as necessary components for the internalization of the task as related to the French
class, since the reading sessions took place as part of the French class. I also analyzed the
internalization of the reading task as related to the history class and to the development of
cultural awareness and critical thinking.
Findings related to internalization of task. As a result from the in-case and
cross-case analyses, I came to the following findings to answer the question about how
students internalize the task of self-selected online reading in L2 for content
understanding pertaining to their History of the Americas course:
1. A multitude of factors such as existing knowledge and skills, family and
social group values, learning history, personal talents and goals, and ideas about
appropriateness of content included in a foreign language course, influenced the
individual internalization of the reading task in L2 for historical content.
2. Interest in the historical content played a crucial role for internalization while
the level of language skills appeared to be a secondary factor.
3. Development of general cultural awareness and critical thinking was primarily
shaped by informants’ interest in the specific historical content.
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This study confirmed the basic principles of activity theory (Engeström, 1999)
about the heterogeneity of activity systems within groups and within individual subjects
that is determined by issues of mediation, internalization-externalization dynamics, and
object orientedness, and may include as much resistance and conflict as cooperation and
collaboration (Lantolf and Thorne, 2006). During the process of individual upbringing,
the values of informants’ families and their social groups had influenced the formation of
informants’ attitudes toward the components that shaped their internalization of the
ongoing reading task in L2 for historical content. For example, James’s parents held
engineering degrees and placed high values on focused hard work, diverse knowledge,
and its numerical expression. Samuel’s father held a degree in science and a managerial
position; his mother was a respected violin teacher. Emily’s mother had a degree in
management and worked for a government agency and often made decisions for the
entire family; Emily’s grandmother was very proud that her granddaughter could speak
French. Michael’s single mother had a college degree in accounting, which might explain
his interest in economics, but he was also closely influenced by his grandmother who had
instilled in him the desire to explore anything African, and to dream about going back to
Africa.
Informants’ learning histories revealed highly achieving students. James was first
in his class of 469 students, but the rest who ranked 22nd, 32nd, and 65th, were also
exemplary students, and would have been more so if they were in regular secondary
classes instead of being in a rigorous IB Diploma program. Their numerical academic
achievements corresponded with the combination of skills and attitudes that they
displayed in relation to this study. James was interested and skillful in both history and
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French; Michael was very skillful in French and very knowledgeable but selectively
interested in history; Samuel was highly knowledgeable and interested in history, and
moderately achieving in French; Emily had moderate skills, knowledge, and interests in
both French and history. In describing students’ achievements as moderate, I would like
to stress on the relativity of this term. Having in mind the overall group expectations for
progress, if I were to compare these same students to other students outside of this IB
program, I would not describe their achievements as moderate, but rather as high because
they would have met the state performance standards.
Informants’ ideas about the appropriateness of content included in a foreign
language course reflected our society’s ideas. In my experience, almost always when I
have tried to explain for the first time my study’s reading task in L2 for history content,
my interlocutors assumed that students would read about French history. Associating
knowledge of a foreign language only with issues related to the countries and cultures
where that language is spoken has become a norm that is rarely challenged. In my
observations, people often do not realize that any language can be used to acquire
knowledge about anything, and that through languages other than English one can access
unusual perspectives that can open wide territories for reflection. In the context of this
study, James, Samuel, and Michael welcomed the opportunity to integrate French and
another subject area because they had already applied their French skills in self-initiated
ways in real life situations, they understood the interrelatedness of knowledge and skills,
whereas Emily did not completely understand the reasons behind the reading in French
related to American history because she had not experienced the rewards of self-initiated
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L2 application, and she was much more used to trying to fulfill established norms by
simply and often superficially following directions.
Of the two most important mediating factors for the internalization and execution
of the task, (a) knowledge and interest in the historical content and (b) French language
knowledge and skills, more significant role played the one related to the historical
content. The two key informants who were fully engaged in the task, James and Samuel,
were the ones who had demonstrated high interest in history despite the difference in
their French language skills. Between the two key informants who were highly interested
and successful in mastering the French language, James and Michael, only James who
was also interested in history internalized the task in a rewarding way. Michael became
truly engaged only when he encountered something new that related to his knowledge of
French, and for the most part stayed indifferent while reading about the historical topics.
Content determined the level of internalization, while language skills only facilitated the
internalization.
Despite the usual connection made between knowledge of L2 and increased
cultural awareness, the analysis in this study indicated that observed progress in
developing general cultural awareness and critical thinking was more related to students’
interest in historical content rather than to interest in French language. James and Samuel
made discoveries about the different ways in which authors with various backgrounds
might present their interpretations of historical facts, and reached a deeper understanding
of some reasons why authors might interpret events from a different perspective. When
James and Samuel were exploring the historical content, French language was just their
mediating tool. Because they had rich background information, they were able to detect
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nuances of interpretations and to investigate the reasons behind them. Although Emily
had sufficient French language knowledge and skills, and Michael was easily operating at
the advanced proficiency level, they did not use their language potential to actively
investigate the historical content and consequently did not increase their levels of cultural
awareness and critical thinking because they did not invest their attention in dealing with
the historical content. They stayed at the level of compliance with the task but did not
fully internalize it. Overall, my conclusions confirmed previous research findings
(Bernhardt, 1986; Omaggio Hadley, 2001) suggesting that comprehension of discourse
seems to be influenced more by conceptual factors than by linguistic factors.
Implications and recommendations for task internalization. A direct
implication for building meaningful foreign language course curricula consists in
inclusion of various interdisciplinary content that has the potential to engage every
student. Although teachers should not expect every topic to engage every student at the
same level, they should strive to provide both a variety of topics and a variety of
approaches to their exploration. Some students prefer more structured learning settings
than open. For reading activities, it is important who chooses the texts to read. While
there are students who prefer to work with a predetermined text, and to follow clear
instructions, there are also those who perceive themselves as authorities to decide
whether specific text content is important and what they should do with it. Reading tasks
have to provide sufficient scaffolding for those who need more structure, and at the same
time allow for expansion of the curiosity and creativity of those who might feel
constrained. No matter how distanced from modern time the topics of exploration are,
teachers have to provide a way for establishing connections to the current student
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environment. In exploring other perspectives, participants in this study came to the
conclusion that a greater variety of opinions existed for more recent history versus far
history. The democratization of modern communication through the Internet contributes
to both increasing the wealth of perspectives and the ease of access to it. Consequently,
learners’ coming in contact with alternative views is likely to be in relation with current
or recent events. In order to build an educated opinion and take a justified stand on issues,
students have to learn to work independently, apply consistent logic by making
connection with existing knowledge, monitor their reasoning, and be able to adjust it. In
the effort to teach cultural awareness, teachers should insist that cultural similarities are
as important as cultural differences. Often, similarities are omitted from the conversations
either because they are perceived as evident or because they are ignored. Such omissions
to explicitly talk about cultural similarities may lead to premature, stereotypical
conclusions. For example, I would like to believe that Emily would not take seriously
what she said about the general cultural differences she discovered between French and
American articles. I would prefer that she take the task of exploring alternative views as
artificial, decontextualized schoolwork, irrelevant to real life, and therefore terminated
once and for all. The conclusions she articulated were utterly unsupported and generated
panic in me because they were made based on her effort to save face, not to really reach
any justified conclusions, and I did not know how tightly they stuck with her because she
articulated them out loud. Between the two harms, creating a false stereotype for life and
perceiving classroom activity disconnectedness from reality as normal, I preferred the
one that appeared to be smaller. In this regard, the more complex the task, the more
careful design and monitoring of its execution are of extreme importance, especially
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when learners have the freedom to explore potentially controversial content and
formulate conclusions.
Developing students’ critical thinking is tightly related to their trust in the
provided instructional materials. One of the explicit goals of the International
Baccalaureate program is to develop open-minded and critically oriented learners who
have the form theirs stances based on multiple, often contradictory sources of information
(www.ibo.org). In my school particularly, where the results in any of the six core areas of
the IB curriculum have consistently been above the world average, and considerably
above the national and state average (www.ibo.org), participants in the study articulated
an almost unquestionable trust for their history textbooks. Theoretically, such a trust
could have been due to the unbiased presentation of all historical events in all their
history textbooks during the years of their formal education, or to the mastery of critical
thinking, skillfully guided by their teachers, that could have mitigated possible biased
interpretations. The notion of accuracy is relevant to a social group, and consequently
truth is very relative. Without undermining the knowledge and professionalism of any
fellow teachers, I doubt that we all intentionally plan for and succeed in adequate
teaching of cultural awareness and critical thinking. Because of my doubts, I believe that
there should be more explicit talk in the classrooms about both the purposeful and the
unintentional bias infused in formal documents and informal statements in all categories
of our communication. Such an explicit talk is the only way to decrease both building of
own biased stances and being affected by the thinking and actions of biased authorities.
The IB program has already been discussed as the setting in which the informants
functioned and data collection occurred. However, it is also the context in which many
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students in the world and specifically in the United States acquire their secondary
education, in the process of which they develop their dispositions and form stances. If the
four informants of this study, despite the great range of preferences, interests, and
language proficiency skills, all expressed rather undoubted trust in their teachers and
textbooks, we could call into question whether they fully reflect the IB learner profile
(www.ibo.org) encompassing genuine inquirers, knowledgeable thinkers, principled and
open-minded communicators, caring risk-takes, and balanced and reflective learners. To
what extent is trust in the teacher and in the textbook a factor for schooling? And what
should teachers do to dispel the preexisting trust in their authority? As models of lifelong
learners, teachers should constantly display awareness of the incompleteness of their
existing knowledge and intellectual curiosity to find ways for reducing the gaps.
If we, teachers, want to facilitate the development of our students’ critical
thinking, we have to not just allow them but also push them into taking risks in exploring
unconventional topics and opinions. Often, we want our instruction to follow predictable
patterns and we scaffold it too much, which might result in the opposite of developing
students’ critical thinking when the content involves attitudes towards persons, events,
and phenomena that are socially, nationally, or culturally tinted. By making our
instruction always safe we miss the opportunity to let students form their own logical
judgments and justify their conclusions. Largely accepted opinions in society do not
always accurately reflect people’s own ideas; those opinions often are the product of
powerful social groups who have had the means to spread their own views and to present
them as the only right ones. These opinions serve to maintain the current status of power,
but they are masked as people’s ideas. If students are to develop their independent critical
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thinking, they must be set free to venture in “unsafe” content, and feel unconstrained to
bring up discussions about it with their teachers, peers, and parents.
Having in mind that student interests, beliefs, and attitudes toward a range of
components of school life, from the general value of formal education to specific types of
tasks in specific courses, influence individual internalization, teachers should become as
familiar as possible with the families who have shaped those interests, beliefs, and
attitudes. The purpose of generating such knowledge is to apply it toward educating more
independent thinkers with appreciation for the interconnectedness of knowledge and
understanding of cultural perspectives.

Skills and Processes in L2 Searching and Reading
A particular aspect of the task internalization consisted in the cognitive and
metacognitive processes and skills that participants used to locate relevant information
and purposefully read for content during the reading sessions. In the context of this study,
these processes and skills were identified by using the bookmark (Appendix I), which I
had distributed to them after teaching the three preliminary lessons on online searching,
online reading, and evaluating online sources but prior to beginning the independent
reading. In these three lessons I used a projector to show the activity on my computer
screen, and through a think-aloud I modeled searching (Appendix B) on a topic suggested
by the students and elaborating on the reasons why I decided to check the content of
some articles from the result page, reading (Appendix C) emphasizing on strategies for
comprehension, and evaluating of online resources (Appendix D) with focus on the
relevance and trustworthiness of the information, and difficulty of the text. My overall
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impression from these lessons was that participants did not seem to perceive them as very
important because they were already doing frequent searching and reading online for
different purposes including academic, and they saw the lessons rather as an unnecessary
repetition. Students did the homework that followed each lesson, but few had reflected
on the accessed sites beyond the requested minimum.
During the data collection, most participants in the class showed a relative
inflexibility regarding the use of search engines. They adhered to www.google.fr and
rarely tried any of the other search engines that I had recommended to them. I had
planned to demonstrate http://www.apollo7.fr and http://www.volterrefr.com/search.html, two meta-engines through which a wealth of other search engines can
be accessed. Due to their blockage at school students could not access the additional
French search engines. Because they were unable to use them at school, I recommended
that students try to use them from home. However, few of the students reported that they
had in fact tried them. In the context of the classroom with its established relationships
and routines, few participants occasionally tried other search engines such as
www.yahoo.fr and www.lycos.fr but did not find that by using them they had access to a
wider variety of results than by using www.google.fr .
Data related to searching, reading, and evaluation were primarily collected from
the recorded strategies in the learning journals. These recordings were based to a large
extent on the content of the bookmark, provided at the beginning of the data collection.
The searching strategies listed on the bookmark included: using search engines and
terms, scanning results, navigating hypertexts, using keywords, headings, and
subheadings, maneuvering designs and menus, and using hyperlinks. Strategies for
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reading comprehension incorporated predicting, questioning, clarifying, and
summarizing. Quality and quantity of the information, and relevance to primary goals
were grouped in the section Evaluating. The bookmark contained global (metacognitive),
problem solving (cognitive), and support strategies (Anderson, 2003; Sheorey &
Mokhtari, 2001; Uso-Juan & Ruiz-Madrid, 2009), although the design did not explicitly
present them in these categories. Global strategies such as having a purpose in mind
when searching and reading, and resorting to background knowledge to understand the
content were present through setting own goals, using background knowledge,
questioning, and predicting. Some problem solving strategies on the bookmark were
clarifying difficult concepts, or rereading, or clarifying through familiar words. In the
category of support strategies, the bookmark contained rereading, using online
dictionaries, retelling the text, or asking for help.
Findings relevant to skills and processes in L2 searching and reading. The
analysis of data provided by the four key informants led to summarizing the following
findings related the processes and skills that students evidenced and drew upon to locate
and read for information in L2:
1. Students selectively use multiple strategies to search, read, and evaluate online
texts in L2, and adjust these strategies according to their perceived individual
needs.
2. Historical content knowledge and interest had a greater impact on the depth of
searching, reading, and evaluating processes than L2 skills did.
The informants who made attempts to use multiple search engines were those who
exhibited greater curiosity related to the historical content. Interest in advancing French
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language skills or seemingly greater technological awareness was not a strong indicator
of desire to alter search engines. The informants had already formed routines related to
searching, and only a strong sense of inquiry in the area of history could change their
established habits. They were used to accessing Google by default and only James and
Samuel, who exhibited high interest in the specific academic area, initiated attempts to
check what some other search engines might offer. Google had proven to offer abundant
search results, and in the case of interest only in the language, there was not sufficient
incentive to explore results from other engines. Michael, with his high interest in French
language, did not make any such attempts because of his lack of interest in the historical
content. To the contrary, Samuel, whose L2 skills were not advanced, looked for relevant
information using multiple search engines.
Data from the learning journals, interviews, and observation notes pointed to the
primary importance of using content background knowledge as a strategy for reading
comprehension. Informants rarely recorded predicting or summarizing as used strategies,
but they often noted questioning and clarifying. Samuel used the exact terms from the
bookmark, while Michael rarely omitted to describe his thinking in his own words. Most
participants used the terminology from the bookmark and supplemented it with specific
examples. James, with his strong L2 skills and content knowledge, recorded samples of
deep questioning. Emily, with her weaker L2 skills and content knowledge recorded
surface questions. Conclusions about the relationship between L2 skills and background
knowledge and the types of recorded questions cannot however be drawn because the use
of strategies and the recording of these strategies are two different acts. Samuel, who
possessed strong content knowledge but weaker L2 skills, did not record any specific
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questions. During the eight weeks, he only noted “surface questioning” twice and “deep
questioning” seven times without writing down his specific questions. I do not have
evidence of Samuel’s questioning other than inferences from his reasoning during the
formal interviews and during class time when he expressed ideas informally, but I am
convinced that he constantly applied questioning of both kinds while reading. An
indication of his questioning that often was not immediately answered was his frequent
recording of rereading as a comprehension strategy. He was generally dismissive of the
recording task because he perceived it as a distraction from his learning. Not recording
the strategies did not mean that they were not used, especially for strategies that consisted
only of mental processes. Besides the fact that some people are more metacognitively
inclined than others, and therefore responses to more or less directive tasks can vary
widely (Halpern, 1998; West, Toplak & Stanovich, 2008), it is important to acknowledge
that some people are more inclined to record in writing their thoughts than others. In the
context of this study, strategies that involved additional actions, such as accessing online
dictionaries for clarifying new words or concepts, were easier to identify by the
participants and, consequently, easier to record. Often informants recorded the specific
words or expressions that they looked up in the dictionaries. On the other hand, Michael
presented a case when one records because one enjoys the process of recording more or
less determined by the particular circumstances.
The use of strategies for evaluation of sources revealed another aspect of
informants’ thinking. Sometimes both detailed historical content knowledge and strong
French language skills were necessary to comprehend nuanced language; other times the
information was easy to digest because of easier language, arrangement in tables or
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outlines, or the presence of images. Informants with stronger L2 skills showed
completely opposite tendencies for paying attention to the text difficulty. James
commented on the organization of the texts, but not on of the difficulty of the texts.
Michael, on the other hand, despite his strong French language skills, often recorded
comments on the text length and difficulty. Overall, informants with lower interests in the
topics recorded more often strategies related to evaluating the text difficulty, showing
that reflecting on difficulty was usually triggered by the presence of difficulty. When the
text was perceived as easy to process for either linguistic or semantic reasons, the reader
did not focus on its degree of linguistic difficulty, being absorbed in processing the
content. If the informant’s attention could not be kept on the content, then he/she started
looking for reasons, and often found them in the degree of linguistic difficulty.
Having to evaluate the sources of information pushed the informants to make
connections not only to their knowledge before reading had taken place but also to their
knowledge after reading comprehension had occurred. Determining the source’s
relevance to the topic of exploration and its contribution to the subsequent enrichment of
that knowledge led informants to think about the quality of information, including its
trustworthiness. By reflecting on the issues of trustworthiness, informants were driven to
synthesizing and sometimes to taking a stand on complex issues such as the moral value
of the atomic bombing of Japan at the end of World War Two. Strength of historical
content knowledge did not seem to determine informants’ tendency to make judgments
on the source’s reliability and authority, but did affect the quality of these judgments.
While all four informants recorded in some way comments on the sources’ reliability in
their learning journals, only those with stronger historical knowledge and interest

289
provided sound reasoning and justified opinions during the interviews. Emily made
superficial, unsupported statements in her effort to appear as having reached her own
conclusions from the reading. Michael resorted to playful questioning in order to mask
his lack of conclusions from the reading.
Learners’ language skills and processes are often examined in relation to text
difficulty (Crossley, Allen & McNamara, 2012; Yamashita, 2010, Young, 1999). This
study did not concentrate on text difficulty because the participants had the choice to
select texts, which they considered adequate to their individual language skills, and these
texts’ difficulty varied considerably from day to day, from topic to topic, and from
participant to participant. Although the range of text types included mostly expository or
argumentative, and rarely narrative or descriptive types, these texts had different
syntactical structure, lexical variety, paragraph and body organization, factual density,
and length. The focus was on the kinds of choices participants made to select these texts
and the kind of strategies they used to process their content for the purposes of enriching
their historical knowledge.
The variety of mental processes that informants used for searching, reading, and
evaluating was shaped by their individual skills and interests. Because they had similar
computer skills, no significant differences in their technological operations could be
observed. The observed differences in searching, reading, and evaluating were caused by
their sense of inquiry in the historical content, which was not significantly affected by
their L2 skills. Advanced L2 skills did not seem to trigger a desire to improve historical
content knowledge, whereas advanced historical knowledge suggested desire for
improvement of L2 skills.
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Implications and recommendations for development of skills and facilitating
mental processing. Overall, both L2 skills and historical content knowledge shaped the
searching, reading, and evaluating processes. Informants used multiple strategies to
search, read, and evaluate the self-selected online texts. Explicit teaching of online
reading strategies and the availability of the bookmark seemed to have a positive effect
on individual processing, but written strategy recording while reading did not appear to
enhance their reading experience. Informants in the study reported lack of focus on
content in the first weeks of the strategy recording, and a higher retention of details and
satisfaction from content processing when they added a focus on exploration of
perspectives. In order to maximize the effects of explicit teaching of reading strategies,
careful task design should take into account the extent to which articulating either orally
or in writing of students’ own metacognitive processing facilitates the final product for
the task and their satisfaction from it. Learner’s engagement depends on many factors,
including attentional capacity: optimal task load takes into account the amount and type
of concurrent directions of attention (Dewaele, 2002; Rai, Lochky, Harris, Peck & Cook,
2011). While the gain from explicitly knowing and deliberately applying specific reading
strategies is certain, identifying and naming them during reading might be helpful
predominantly during the period of focused strategy learning and focused strategy
practicing. When the focus of reading switches to content comprehension, strategies
should be already mastered and applied to facilitate the content processing without
interrupting it. I see a parallel between reading for content, strategy use, and explicit
strategy reporting on the one hand, and communication in L2 (which is always centered
around some content), grammar use, and explicit grammar analysis, on the other hand.
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When people communicate, they inevitably use grammar structures, but do not
necessarily think about those rules. After mastering the rules, their use becomes
automatic, thus allowing language to become a mediating tool for acquiring content.
Similarly to grammatical and lexical knowledge and skills that become the conditions for
successful communication, reading strategy knowledge and effortlessness of strategy use
become conditions for successful reading comprehension.
Task design plays an important role in learners’ successful strategy learning and
application. Initially learners should be given specific short tasks requiring the use of one
or very few strategies, and they should be asked to explain what they did and why. When
teaching new strategies, teachers should design tasks that incorporate already acquired
strategies and add new ones. Adding new strategies should be as natural and seamless as
possible, and should be organized with focus on content. Mini lessons on strategy use
should be followed by abundant opportunities for meaningful application with focus on
content. Because interest in content is paramount for maintaining learners’ focus and
their sense of relevance, L2 teachers should be careful to vary the content of the
instructional tasks, or to allow for learners’ selection of the content to explore, and in this
way to avoid possible boredom or discontent.
Following the assumed mastery of specific strategies, a factor in determining the
successful completion of a reading task in L2 is the text difficulty. It is largely assumed
that more proficient L2 readers will have better comprehension than less proficient L2
readers. Although such a conclusion is logically based on solid reasoning and empirical
research (Jalilifar, 2011; Jiang, 2011; Usó-Juan, 2006; Yamashita, 2002), factors such as
cultural schemata or interest in content are not less important (Barry & Lazarte, 2000,
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1998; Chung & Berry, 2001; Dolan, 1994; Tinker, 1989; Usó-Juan, 2006). In this study,
text difficulty could not be predetermined because students were free to select those texts
they perceived both as relevant in terms of content and adequately difficult in terms of
lexical and syntactic complexity. The unpredictable text difficulty with which they had to
deal became an additional layer of their already complex task. Before fully engaging in
processing the chosen text students had to evaluate its difficulty in accordance with their
own language skills through which they would handle it. As was presented in chapter 4,
Michael, who possessed highly advanced French language skills, found many texts
difficult, but he also shared his general reading difficulties and his low interest in the
specific historical topics. In contrast, Samuel, whose French language skills were weaker
than Michael’s, never expressed particular concerns over dealing with difficult texts. To
the contrary, he was constantly rereading paragraphs and using online dictionaries to
ensure his adequate understanding. He did not raise the issue of text difficulty because he
did not perceive it as an obstacle on his way of satisfying his interest in the content.
In a complex task such as the one in which participants in the study were engaged,
it is not sufficient to consider either text difficulty or reader’s language proficiency as the
primary factors determining the outcome. The complex task requires a complex approach
to evaluating the outcome since learner’s interest could vary and subsequently could
influence performance. Often teachers predetermine whether their students would be able
to successfully handle a task only depending on students’ demonstrated fluency, thus
undermining the driving force of personal interest, and ultimately depriving their students
of potentially fruitful learning experiences. In such cases teachers assign tasks perceived
as easier, but not necessarily having the potential to engage in the content. A teacher may
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continuously perceive unsatisfactory outcomes of certain students uniquely as the result
of their poor skills and weak processing, but the mediocre outcomes might be due to
students’ lack of motivation more than to the level of their skills. Students whose
motivation is not stimulated disengage from the learning process and fall behind. In
contrast, tasks that combine mentally challenging processing with highly interesting
content are likely to generate more stable new knowledge and faster progress in L2
learning (Boyles, 2006; Gardner, 2010; Graham, 2006; Lorenzo, 2007; Pessoa, Hendry,
Donato, Tucker & Lee, 2007). The drive for developing and applying necessary skills and
processes is determined by motivation. When tasks involve interesting content, students’
behavior is more focused on the task and less distracted and disruptive.

Motivation for Extensive Reading in L2
Keller (1983, 2008) distinguished five principles of motivation applicable to the
learning of a foreign language that could be equally applied to other areas. Curiosity
refers to the learner’s desire to fill an identified gap of knowledge. Curiosity persists
when new gaps appear. Relevance occurs when targeted knowledge is perceived as
meaningful and includes content, processing strategies, learner’s goals, and social
organization. Learners’ feelings of personal control and expectations for success
comprise the principle of confidence. The degree of fulfillment of the desired outcome
and the achievement of the entire experience represents the principle of satisfaction. Key
conditions for satisfaction are the perceptions of equity and fairness. Volition refers to the
self-regulatory strategies used by the learner for the purposes of protecting his or her
intentions from various distractions, obstacles, and competing goals.
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Findings related to motivation for extensive reading in L2. Data analysis
resulted in the following findings related to the implications for building a theory of
motivation for extensive reading in L2:
1. Students enjoyed and disliked different aspects of the reading task and found
fulfillment in different ways
2.

Suppositions about future self-initiated extensive reading were in accordance

with the principles of curiosity, relevance, confidence, satisfaction, and volition.
3. Motivation related to acquiring content superseded motivation related to
increasing L2 skills.
Motivation being related to interest and perceived success in executing tasks
perceived as meaningful, emerged in various nuances depending on the individual
characteristics of the four informants. All of them reported both liking and disliking the
reading task, although the reasons and the extent to which they liked or disliked it varied
considerably. All of them found some satisfaction in executing the task despite the
differences in their feelings of accomplishment. The informant who exhibited the greatest
degree of liking was Samuel. He was the only one who did not express any signs of
complaint. He fully engaged in searching and reading on the historical topics of study
from the beginning to the end of the eight weeks. His barely noticeable dislikes were
related to his insufficient French language skills that caused frequent use of the dictionary
and rereading. Nonetheless, he was so interested in the additional exploration of the
content, and he welcomed the opportunity to improve his French skills through
interesting content, that these dislikes of his paled in comparison with his likes and with
the dislikes of some other informants. Although Samuel did not like the strategy
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recording, he did not spend efforts in complaining against it either; he briefly marked
bookmark strategies in English, and continued reading. He was not necessarily interested
in quickly finding the most informative text, as James was, and took his time to deeply
explore the texts. James had a different idea for efficiency, and reported that often finding
the relevant text was more difficult than processing it. James’s dislikes were related to the
difficulty of finding the needed information, the distraction that the initial recording
caused, the lack of focus before the announcement of the topic for the upcoming writing
assignment, and the timing of the online reading sessions that coincided with a period of
perceived preparation for the format of the AP exam. Despite these several, rather minor
dislikes, James highly appreciated the cross-curricular integration, and enjoyed the
feeling of learning in both academic areas. Emily was often cautious in naming her
dislikes, but they came through quite clearly. Not completely understanding the reason
for the curricular integration, she seemed to be lost. She clearly disliked having to read
additionally about historical content of no interest to her that only reinforced her feeling
of boredom in the history class. Her L2 skills were not sufficient for easy completion of
the task, and she disliked having to constantly fill gaps of knowledge. Along with that
many dislikes, she reported that, as a result of the reading, her French vocabulary was
enriched and the repetition of content helped her to remember it. Michael displayed the
most overt dislike for the task after a brief initial excitement. His general liking of the
cross-curricular task was greatly overshadowed by his lack of interest in the historical
topics. He found fulfillment in the incidental exploration of the French language.
During the eight weeks of reading and data collection, informants exhibited
different signs and levels of curiosity ranging from apathy toward the content to deep
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engagement in the inquiry. Their curiosity was strongly determined by their interest in the
specific historical topics, their existing knowledge, and the various intensity of their
desire to enrich that knowledge. Exploration of the French language used in talking about
these topics did not come across as an important factor for curiosity. Michael, who
occasionally livened up when he encountered an interesting linguistic use, remained
uninterested in the content exploration for the most part. The two key informants who
were strongly interested in history, James and Samuel, emerged equally deeply interested
in the task, despite the differences in their L2 skills. The two key informants with low
interest in the historical topics demonstrated low drive for inquiry within the task despite
their differences in L2 skills. They often engaged in side conversations, spent time on
distracting images, advertisements, or other items on the screen. Michael engaged in
detailed journal writing in French in his effort to avoid reading about uninteresting
content.
Informants’ existing ideas of instruction in a FL class shaped the relevance that
they found in the interdisciplinary reading task. Such ideas were related to the kinds of
activities that should be included, the kind of knowledge that should be mastered, the
time that should be spent on specific topics, and the way learning should be assessed.
Samuel, James, and Michael were highly accepting of curriculum integration because
they considered the necessity for real life application of their knowledge and skills; Emily
preferred compartmentalized studying because it suited her traditional view of language
learning. James, Samuel and Michael saw French language as a tool to access any kind of
information, and to communicate with others on any topic of interest; Emily could not
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envision a clear real life application, which prevented her from constructing a goal for
herself that included higher language proficiency.
Besides the development of their long-term language skills and content
knowledge, informants indicated formal, numerical evaluation of their work as providing
relevance for the task. Formal assessment and numerical grading were an important
component of the academic norms for Emily and James, whereas successful improvised
communication was the preferred form of assessment for Samuel and Michael.
Depending on the degree of importance informants attributed to graded work, their
engagement in reading and retention of information varied. Although in different ways,
Emily and James seemed to lose focus while reading for lack of an explicit final product
leading to a numerical grade, whereas Samuel and Michael did not seem to be affected by
the presence or absence of such a final product.
Informants’ confidence was related to their feeling of control over their learning,
and their expectations for successful completion of the task. Some of them enjoyed the
freedom to select the articles to read, while others wanted to have assigned readings that
would be the subject of a whole group discussion in class. Emily was one of the
informants who expressed a desire for such an approach, although she realized that it
would have deviated from the initial purpose of the task, namely self-selection of online
documents depending on individually determined directions for further inquiry in the
currently studied historical topics. Her not wanting to be in control of the decisions made
regarding the choice of texts suggested low confidence in her own capacity to
successfully accomplish the task. James and Samuel exhibited strong confidence, despite
the differences in their L2 skills. Michael was also very confident in his successful
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accomplishment of the task, but his confidence was based on his L2 skills and his
understanding that he possessed sufficient content knowledge that would allow him to
succeed despite his lack of interest in that content.
Strongly related to participants’ confidence was their satisfaction at the end of
each reading session and at the end of the eight weeks. Those who accomplished their
daily goals of identifying and reading appropriate articles, which they recorded, reported
a greater fulfillment. Samuel and James reported having learned additional historical
details. Emily too reported content and vocabulary gains although she did not specifically
articulate of what they consisted. Michaels’ gains were related to his mastery of French
but also of his adjusted attitude toward the reading task.
The challenging task to continuously exercise high order thinking in L2 became a
test for personal learning approaches and self-regulatory strategies for overcoming
distractions and difficulties. The highly knowledgeable and interested informants
consistently preferred to work alone, maintained their focus on the reading, and used
efficiently the online dictionaries for help with unknown vocabulary. The less
knowledgeable and less interested informants tended to resort more often to discussions
with peers, frequently appeared distracted without finding their distraction problematic.
They too used online dictionaries to clarify the meaning of words and often shared what
they had found. The language to use for recording and for discussions with peers was
another indicator of self-regulation. Code switching between English and French was
officially allowed for the purpose of ensuring the feeling of choice and ownership of
one’s learning during the period of daily extensive reading. Such atmosphere was
intended to mirror a self-initiated reading in L2 outside of the classroom, where existing
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interest and knowledge in the L1 would be an inevitable component. Participants with
advanced L2 skills used French throughout the reading session for both orally
communicating and recording. Those with intermediate L2 skills changed the language of
communication depending on the difficulty of the specific conversation or whether I was
nearby, making them feel being closely monitored.
Implications and recommendations for motivation for extensive reading in
L2. Creating classroom tasks that promote learners’ sense of inquiry emerges as a
primary goal that has the potential to foster finding relevance, to build confidence, and to
achieve satisfaction from accomplishing meaningful goals. If the task on which this study
was based did not succeed in equally engaging all learners, at least it attempted to show
that such interconnectedness was possible, and let the students decide what content
attracted them so they could apply their acquired French language skills for the purpose
of self-initiated learning. Informants’ motivation to acquire content knowledge
superseded motivation to increase language skills, which represents an important
implication for foreign language education. When students want to increase their L2
skills they always envision a real-life application within a real-life context. Teachers have
to uncover the content of that context, and to encourage learners to explore it in the L2.
With many different students in the classroom, such an approach means that there is a
necessity to dedicate time to individual exploration, and that supplementing, if not
replacing, the quantitative criteria for accomplishment of a classroom task with
qualitative criteria is becoming increasingly needed. Higher order thinking should be
consistently stimulated from the earliest grades throughout the secondary level of
education. Through scaffolding by simpler independent reading tasks in L2 that deal with
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interesting content and elicit feelings of reward, learners could gradually build the
confidence necessary to initiate more complex independent reading tasks.
Besides high frequency, extended duration, choice, and own pace, an important
element of extensive reading is pleasure. Pleasure is individual; it is related to subjective
needs, satisfied curiosity, drive for particular actions in particular circumstances. Pleasure
in reading exists if there is a feeling of accomplishment related to a perceived easiness of
following an intriguing content. In the L2 teaching it is widely accepted that narrative,
mainly fictional texts should be used for instructional extensive reading. The presence of
a storyline that could be easy to follow and the absence of academic rigidity in fiction
provide favorable conditions for lowering of learners’ affective filters and engaging in
reading (Bamford & Day, 1997; Iwahori, 2008; Krashen, 1987). However, academic
content areas could be as attractive subjects of extensive reading for some students as
fiction. This study showed that fiction is not the only possibility to engage students in
extensive reading. Samuel and James were fully engaged in the exploration of non-fiction
historical topics that represented high interest for them. Moreover, while during the year I
had interacted with them in the regular classroom setting James had always displayed
interest in any text and any discussion, that had not been the case with Samuel. He had
usually been attentive, but in many instances he had been ready to fall asleep in class. In
no moment during the extensive daily reading did Samuel show the slightest sign of
fatigue or distraction from the reading. In our educational practice, teachers rarely use
expository texts to engage in L1 extensive reading and subsequent interesting
discussions, and even more rarely in L2 reading. Increased inclusion of expository texts
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in L2 classrooms and particularly for the purposes of extensive reading appears to have
the potential to engage learners at a new level.
The issue of consistency in assigning in-class independent reading tasks in L2 is
also important. This study showed that only a few students fully enjoyed the daily selfselected reading for history. If these students who disliked the content of exploration did
not have to spend the allotted daily time dealing with unpleasant content, but instead they
could focus of other areas of interest, they might have formed a more positive attitude.
There is merit in consistent daily extensive reading as long as it is related to pleasurable
content. While maintaining daily, or at least frequent, reading periods in class, teachers
have to ensure the lack of pressure for dealing with a specific content. Only positive
classroom experiences in L2, combining challenge with reward, could lead to selfinitiated extensive reading resulting in developing lifelong learning dispositions and
habits.

General Implications and Recommendations for L2 Teaching
Along with the aforementioned implications and recommendations specifically
pertaining to the scope of this study’s research questions, there are some general areas of
focus that emerged from this study and resulted in recommendations that apply to L2
teaching with focus on the development of dispositions for lifelong learning. These areas
of focus relate to a) students as individual subjects that have to achieve broad common
goals, b) instructional methods that have to take into account both learners’ individual
characteristics and shared educational objectives, c) assignments as an integral part of
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instruction, and d) curriculum integration as a way to provide relevance of each academic
domain in the context of continuous acquisition of global knowledge.
Current education in the United States and abroad experiences the advantages and
challenges of diversity. Schools differ from one another depending on the cultural and
socioeconomic status of their student population, but even more often, such diversity
exists within the same classroom. On the one hand, educators face the task of finding
ways to extract the benefits coming from the presence of diverse students in order to fight
stereotyping and to complement and enrich student general knowledge. On the other
hand, a more challenging task for educators is to satisfy individual needs coming from
students’ diverse backgrounds. Because intrinsic motivation seems to play a greater role
in students’ investment of time and efforts than extrinsic motivation does, a paramount
task for teachers is to find the adequate types of classroom activities that have the
potential to engage individual students. Instead of putting meaningless efforts in
worksheet completion, decontextualized grammar drilling, or performing memorized or
rehearsed dialogues, students would be more engaged in reflective thinking through the
exploration of perspectives that carry authenticity and therefore relevance for
independent future use. Instead of merely repeating what was heard or read and feeling a
disconnect from real life, students would be much more interested in finding the value of
their own ideas, thus affirming their value as individuals who share a common reality.
Each individual student would be able to extract what he or she needs in order to confirm,
adjust, or change his or her existing knowledge both in terms of grammatical and lexical
aspects, as well as of general notions and concepts. Students would thrive if they were
guided to make their own discoveries through positive experiences facilitated by
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lowering of their affective filters rather than if they felt constrained in their exploration,
subjected to rigid rules, and constantly judged.
Instructional methods have to take into account both learners’ individual
characteristics and shared educational objectives. They must provide the information and
support that learners need to generate new knowledge based on their existing knowledge.
Instead of constraining learners to one version of the content, educators should look for
multiple versions that present that content from various perspectives. Instructional
materials in the form of various print, audio, visual, or multimodal texts should be viewed
as a way to avoid oversimplification of content and lead to a process of students’ own
construction of knowledge rather than to knowledge transmission that prevents
development of flexible, critical thinking. Beginning and intermediate L2 courses
traditionally use texts explicitly created for the purpose of teaching specific vocabulary or
grammar points, and rarely use authentic texts as main instructional materials. To the
contrary, advanced L2 courses, both at the secondary and post-secondary level, often
focus on the study of literary works. At all levels, use of authentic materials is equally
necessary, and attention to the relevance of those authentic materials should be carefully
considered. Use of realia at the beginning and intermediate levels generates relevance in
the minds of learners, builds confidence in their abilities to use their knowledge and
skills, and fosters desire for further intellectual enrichment. Without undermining the
importance of literature studies, educators at the advanced levels should acknowledge
that other types of texts, such as expository or argumentative, for their connectedness to
different content areas and to real life needs. Modern communication technologies offer
easy access to a wealth of instructional materials that have the potential to uncover layers
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of linguistic, cultural, and content information. By offering courses that are designed to
provide exploration of various content areas through L2, learners could become involved
in complex tasks that require overcoming of communication barriers, analysis of
contrasting values, decision making, and decision execution.
As a result of this study, a model of student engagement in L2 tasks is proposed.
On figure 2, three levels of components pertaining to the process of engagement are
presented. Each learning task is evaluated and filtered through the constituents of
individual motivation: curiosity, relevance, confidence, satisfaction, and volition and selfregulation. These constituents affect the learner’s level of engagement in the
internalization of the task. The levels of engagement are in direct connection with the
learner as an individual with his or her own learning history, upbringing, personal
relationships with family, friends, and all forms of social environment including school,
as well as with his or her existing perceptions of the value of the potential outcome. This
interpretation explains only the downward direction of the arrows between the three
levels of components. The arrows point in both directions because an influence from the
learner’s level of engagement exists toward the constituents of motivation. Something in
the learner’s personality or history, or a new idea of the perceived outcome may trigger a
change in the level of engagement in the task internalization that may affect one or
several of the constituents of motivation. The learner may discover or lose an area of
interest or aspects of relevance, gain or drop confidence in his or her own abilities and
satisfaction from the process or the product, and change his or her desire to stay focused
on the task. Depending on these potential alterations, the task may be perceived in a
different way. A teacher who is sensitive to the dynamics of student internalization may
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Figure 2. Proposed Model of Engagement in L2 Teaching and Learning

deliberately adjust the task to individual students thus providing ongoing instructional
differentiation.
Specific tasks and assignments as an integral part of instruction within particular
courses have crucial importance for the concept formation of learners. Tasks that involve
reading or regurgitating what is already known, surface processing such as outlining a
plot in a short story or the sequence of events pertaining to a historical topic fall short in
the effort to develop independent thinkers and users of L2. Assignments involving
information collection or summary reporting should be replaced by or altered with
assignments that contribute to idea processing and problem solving. Development of
skills for idea processing and problem solving can be facilitated by the use of materials
containing new information, either from cognitive or from emotional point of view. L2
learners who encounter new vocabulary and grammar along with familiar vocabulary and
grammar develop the capacity to seamlessly acquire new linguistic knowledge. Cognitive
assignments involving thinking beyond the previous assignments carry the potential to
shift the focus of learners from familiar to unfamiliar content. Consequently, learners
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develop a flexible conceptual framework that allows for expansion and diversification of
their linguistic knowledge, facilitation of their deep content processing, and decrease of
possibilities for drawing premature conclusions.
Curriculum integration across the content areas is a way to provide relevance of
each academic domain in the context of continuous acquisition of global knowledge.
Teachers and researchers have to be aware of the complexity of the learning process in
any subject area and how this complexity becomes multiplied in the conditions of
curriculum integration. Identifying and investigating all the variables of such a complex
process is far from being an easy task. However, educators could encourage learners to
take a more active approach in exploring the world. For example, using L2 in different
domains allows learners to generate understanding of L2 as a tool that they can use in the
exploration of any concepts in any area of knowledge. They can formulate stances and
justify opinions thus developing their individual self-efficacy in the conditions of
increased globalization and intercultural communication. Despite evidence for the
benefits afforded by curriculum integration, often, individual L2 teachers cannot or may
not make decisions regarding the inclusion of content pertaining to other academic
disciplines in their courses. Although the standards for foreign language learning
(ACTFL, 1996) are clearly based on communication, culture, connections, comparisons,
and communities, meaningfully intertwined through curriculum integration and higher
order thinking, there are still teachers and administrators who have insufficient
understanding of the goals and methods of L2 instruction. If teachers discontinue their L2
learning by its constant use in authentic circumstances, they fall into teaching routines
that do not promote curiosity and integration. Because school administrators often
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possess knowledge in content areas other than L2, and often lack intermediate or
advanced L2 knowledge and skill, it is rather difficult for them to grasp the specificity of
non-traditional, non-ethnocentric communicative L2 instruction that does not necessarily
follow a textbook sequence, that is not focused on grammar, or that does not assess
achievement through multiple choice questions. Administrators and educational policy
makers should be involved in the process of developing standards for curriculum
integration into performance-based instruction that has the goal of creating
knowledgeable and reflective thinkers that can communicate across languages and
cultures as balanced, open-minded individuals.

Limitations of the Study
Although, based on the analysis of this four-case study, I have formulated
findings and made conclusions that claim to be pertinent for more than just the four
informants, I do realize that the study has multiple limitations. In the first place, the
participants were a group of highly achieving students in a strong International
Baccalaureate Diploma Program, which represents a quite different learning environment
than the environment of the large majority of American students and students in the
world. These participants came from middle class families that possessed strong
appreciation for educational rigor, and in this respect did not represent the average
educational setting. In many public schools, students come from economically struggling
families, and many times the values of these families are not conducive to high
educational motivation. Cultural diversity is another aspect of the educational setting that
deserves special mention. Usually, highly achieving programs are found among rather
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wealthy social groups, rarely characterized by cultural diversity (Boske, 2010; Delpit,
1995). The IB program where this study was conducted was located in a predominantly
lower middle class area with significant Black and Latino population, thus providing its
students with connections to real life issues of socioeconomic differences and
multicultural diversity.
Secondly, the study involves informants with advanced or close-to-advanced L2
skills, which is another rather rare occurrence at the secondary level of education. Most
students in L2 courses in the country are in courses at the beginning or intermediate-low
proficiency levels (Lemke, 1993). Although cross-curricular instruction and higher order
thinking assignments should be generally applied to all grade levels, rarely does foreign
language instruction begin earlier than in high school. (ESOL as L2 follows a different
pattern, but society’s attitudes toward this kind of bilingualism are different too.) Delayed
initial foreign language instruction prevents students from developing higher L2
proficiency, and therefore the tasks executed by the informants of this study may be
comparable to the tasks that a small portion of high school students might be able to do.
Thirdly, this study focused on exploration of a single academic area, historical
topics related to American history, which did not necessarily provide the optimal
conditions to explore student engagement. The results might have been different if
instead of a subject area from the humanities a subject area from the natural sciences was
used, or if students could choose their area of exploration.
Lastly, data collection was conducted daily for eight weeks during 25-minute
online reading sessions at the end of the school year. Alternative frequency and duration
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of the reading sessions may have led to different findings. Additionally, a different timing
of the data collection could have triggered unexpected facets of student activity.

Suggestions for Future Research
The results of this study suggest the need for continuation of research focusing on
the relationship between students’ L2 skills and their learning and academic achievement
in other content areas across the curriculum. Although the findings in this study strongly
suggest the overriding importance of content for the internalization of the task involving
use of L2, both content and language teaching and learning should be equally considered
in curriculum design. Many studies have established the need for a balanced approach in
content teaching through L2 (Kong & Hoare, 2008, 2011; McLaughlin et al., 2005;
Stoller, 2004), but deeper and broader investigation of the ways to accomplish successful
teaching of both through engagement of the learners is necessary.
The growing demands for use of academic language in all areas of the curriculum
call for special attention to the potential contributions that L2 studies can make to the
achievement of learners. Content is learned through language, but language is also
learned through content. For successfully designed cyclical lessons ensuring optimal
learning investigations should continue in the domains of complexity of the subjectspecific vocabulary and relationships between the complex content-related language and
the non-academic language. Halliday (2007) affirmed that learning of the specific
academic content is adequate to learning the language of that academic discipline;
Crandal and Tucker (1990) called for broadening and deepening of learners’ language
proficiency to acquire a more formal and cognitively complex academic language; Wolf
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(1997) insisted that repeating the language within the specific content contexts gives the
language additional meaning and purpose and contributes to language learning itself.
Cognitive engagement takes place when students interact with appropriately
challenging subject matter knowledge (McLaughlin et al., 2005). In creating the
conditions for such interaction, the most important factor is the concrete pedagogy that
brings about the difference in engagement (Kong & Hoare, 2011). Through further
investigation of the conditions for learners’ engagement teachers could generate
knowledge that would allow them to create tasks at appropriate, yet increasingly
challenging levels that involve various types of existing knowledge and that contribute to
deeper cognitive processing. Further investigations of successful instructional methods
that achieve such higher levels of learners’ cognitive engagement could provide
knowledge and support for teachers. For example, an issue that was not specifically
discussed in the context of this study but that is relevant in L2 contexts of lower than
superior proficiency and involves existing knowledge is code switching. It naturally
arises when tasks involve connections between L2 and other content areas. This study
did not have as a goal to track participants’ code switching but further studies could
explore its reasons and the mechanisms in the context of complex tasks. Additional
research on L2 learners with different levels of skills, knowledge, and views in the
context of various academic disciplines could provide insights into individual processing
and better inform differentiation and individualization of classroom instruction.
Studies that explore instructional methods that challenge students to think in
content contexts at higher reflective levels while using L2 and identify specific situations
where these instructional methods are most effective could additionally focus on the
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effects of different types of educational experiences, or on the importance of educational
levels, ethnicity, culture, gender, or other parameters. Findings from such studies could
benefit not only inservice teachers, but could also be valuable for teacher educators and
preservice teacher in education programs.
Having in mind how underappreciated the study of foreign language is in some
educational systems, and particularly in the United States’ public education, further
research could be done in the areas of influence of L2 study on problem-solving skills
related to academic content areas. Tylor and Lafayette (2010) found that enhanced
content-related problem-solving skills are a byproduct of foreign language learning. With
so much emphasis on testing and accountability in the last decade, more studies in this
direction could provide reasons for mandatory uninterrupted L2, and maybe L3 study
over multiple years. Administrators and policy makers could become better informed
about the benefits of foreign language studies affecting student test scores. Additional
studies examining administrators’ and policy makers’ views about curriculum integration
with L2 could provide information about their readiness and willingness to make
provisions for existing programs and support the creation of new programs.
Along with all aforementioned directions for further research involving content
learning and processing through L2, to ensure better understanding of the long-lasting
effects of such integration, longitudinal studies will be of extreme importance. There is a
dire need of longitudinal studies that would explore how both groups of learners and
individuals change over time in their ability, desire, and effectiveness of using L2 for
information gathering and processing in formal and informal settings. If the ultimate goal
of education in to create lifelong learners, researchers have to invest time in tracking
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students from the beginning levels of learning L2, through the last levels in high school,
through college, and beyond.
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APPENDIXES
APPENDIX A
Learning Journal
Name of Student: _______________________________________________________
I promise to use the portion of time during French class designated for individual work
on currently studied topics in the History of the Americas course to the best of my abilities by:
• focusing on the currently studied historical topic;
• searching for and reading relevant information only in French language on the Internet;
• using comprehension strategies of my choosing for the purpose of understanding the
content in French;
• documenting information about accessed websites and used strategies.
•
Date: ______________ Today in History, we have been learning about:

I would like to know more about:

Today I used the following strategies in the following situations:
Searching

Reading

Evaluating

What else do I want to know?
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APPENDIX B
Lesson Plan 1
Strategies for On-Line Searching
Materials
Computers with Internet connection
A computer connected to LCD projector
Paper and pens or word-processing software
Goal
Create awareness of search engines used in French speaking countries/cultures,
learn, and practice strategies for on-line search for specific information.

•
•
•
•
•
•

Objectives
Students will search the Internet for information on a topic concurrently studied
in their history course using meta-search engines.
Students will scan through search results and identify useful items.
Students will explore results obtained through different key-terms and identify
useful items.
Students will access and explore online dictionaries to identify adequate
translation, synonyms, and idiomatic expressions to use as key-terms.
Students will identify usefulness of online articles by scanning headings and
subheadings.
Students will navigate through the hypertext using website menus and hyperlinks.

Procedures:
1. Opening – 5 - min.
a. Whole class discussion to identify the current topic of study in the History class.
b. With a partner – discuss and make a list of what you know on that topic. A few
students share with the whole group
c. Individually – identify an aspect for which you would like to learn more. A few
students share with the whole group.
2. Modeling of online search by teacher 5 – 8 min. Teacher uses computer connected to
LCD projector and talks out loud to walk students through the process.
a. Brainstorming for key-terms in French
b. Use of online dictionary www.tv5.org and www.wordreference.com to translate
or look for synonyms
c. Accessing meta-search engine http://www.apollo7.fr ; Checking what is available
on www.google.fr and http://www.volterre-fr.com/search.html
d. Scanning results – identifying potentially useful sites
e. Choosing one site – analyzing how it is constructed (menu, headings, hyperlinks)
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f. Checking what the menu offers by going back and forth.
g. Choosing a heading or subheading to locate where to look for the desired
information
h. Identifying a potentially useful hyperlink. Clicking on the link. Deciding whether
information there is useful.
i. Recounting what was done.
3. Student individual search for relevant information depending on their earlier
identified desires to learn more about the topic –20 min.
Task: Identify at least three potentially useful pages following the modeled steps,
bookmark the pages, and send the teacher an email containing information on 1) the topic
of the search, 2) the three URLs and 3) a short description for each URL of what it likely
contains.
4. Closure - 3 min. Discuss with a partner what went well and where you had
difficulties. How did you overcome the difficulties if you had any? A few volunteers
share with the whole group.
5. Homework: Read one of the identified web pages and write a brief comment on the
information found in it.

APPENDIX C
Lesson Plan 2
Strategies for On-Line Reading Comprehension
Materials
Computers with Internet connection
A computer connected to LCD projector
Paper and pen or word-processing software
Goals
Understand and master using on-line reading strategies. Master naming used
strategies.

•
•
•
•
•
•

Objectives
Students will predict what they will read and will set goals for self-regulated
inquiry.
Students will activate background knowledge and evaluate previous prediction.
Students will ask surface questions – who, what, when, where?
Students will ask deep questions – why, how, what if, what if not?
Students will clarify new vocabulary, unclear reference words, and difficult
concepts through using on-line dictionaries, deriving meaning from familiar
words, rereading, or asking others for help.
Students will summarize information by deleting/ignoring unimportant
information, identifying/constructing main idea statements and brief retelling of
the text.

Procedures:
1. Opening – 3 min.
Whole class discussion on the online searching experience during the previous
lesson and the relevance of the individually identified sources read as homework.
2. Modeling of online reading by teacher – 10-12 min.
The teacher has selected one hypertext among the ones selected by students from
the previous lesson. The teacher uses a computer connected to LCD projector and talks
out loud to walk students through the process.
a. Predicting
• What will I read in the text? / What would happen next? / Why?
• Setting goals (subgoals) for self-regulated inquiry
• Activating background knowledge
• Evaluating (and revising if necessary) previous prediction
b. Questioning
• Shallow questions – surface – who, what, when, where?
• Deep questions – explain the mechanisms - why, how, what if, what if not?
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•
•
•
•
•
•
•
•
•

No-bias questions – what might someone else ask or infer?
c. Clarifying
New vocabulary, unclear reference words, difficult concepts
Using online dictionaries
Deriving meaning from familiar words
Rereading, reading aloud, taking notes
Asking for help – teacher asks students about specifics in the History class
d. Summarizing
Deleting/ignoring unimportant information
Identifying/constructing main idea statements
Brief retelling of the text

6. Student individual online reading –30 min. Students read a text identified as relevant
during the previous lesson, different from the one read for homework.
Task: Following all the steps modeled by the teacher, take notes of what you did
as you complete each step. Be thorough, as you will further need these notes to write a
reflection on the experience.
7. Closure – 5 min. Discuss with a partner what went well and where you had
difficulties. How did you overcome the difficulties if you had any? A few volunteers
share with the whole group.
8. Homework: Using your notes from class, write a brief reflection on the usefulness of
each step for you. Send that reflection by email to teacher.

APPENDIX D
Lesson Plan 3
Strategies for Evaluating On-Line Resources
Materials
Computers with Internet connection
A computer connected to LCD projector
Paper and pen or word-processing software
Goals
Understand the issue of reliability and authority in the creation of websites.
Develop ability to evaluate relevance, quality, and quantity of accessed
information in relation to their primary goals and information needs.

•
•
•
•

Objectives
Students will evaluate the quality of accessed information in terms of the
difficulty of the text.
Students will evaluate the reliability of the author of the website and the website’s
purpose and intentions through the text and the non-textual elements.
Students will judge the relevance of the accessed information to their primary
goals.
Students will judge the quantity of accessed information related to their primary
goals.

Procedures:
1. Opening – 5 min.
Whole class discussion on the online reading experience during the previous
lesson
• What strategies students found the most useful;
• What new students learned from these readings;
• How (if at all) the French hypertexts enriched students’ knowledge;
• How the new information could be incorporated for the purpose of the History
class;
• Any possible negatives pertaining to the accessed information
2. Modeling of website evaluation by teacher – 5-8 min.
The teacher has selected one website among the ones selected by students from
the previous lessons. The teacher uses a computer connected to LCD projector and talks
out loud to walk students through the process.
a. Evaluating the quality of accessed information
3. Difficulty of text
4. Reliability/authority: who has constructed the website
5. Purpose/intention of website
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6. Function and meaning of non-textual elements (images)
b. Judging the relevance of accessed information to the primary goals
• Relation to topic
• Relation to previous knowledge
c. Evaluating the quantity of accessed information to the primary goals
3. Student individual website evaluation – 15 min. Students access and evaluate the
three websites identified during the first lesson. Two out of the three will already be
read. Only one of them may still not be read yet.
Task: Following all the steps modeled by the teacher take notes on your judgment
regarding your readings. When ready, share your evaluation with a partner. How was
your partner’s evaluation similar to or different from yours?
4. Closure – 3-5 min. Whole group discussion: the advantages and the risks of accessing
and using online information. Is there a risk of judging prematurely? How can risks
be turned into advantages?
5. Homework: Access a website on a topic of your choosing, and write a brief
evaluation according to the steps practiced in class.

APPENDIX E
Observation Chart
Date ____________
Historical
topic
____________________________________________________
Student name

Use of new
Incorporating
relevant
relevant ideas
vocabulary

Student 1
Student 2
Student 3
Student 4
Student 5
Student 6
Student 7
Student 8
Student 9
Student 10
Student 11
Student 12
Student 13
Student 14
Additional notes:
Unusual behavior/unusual comments:
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Voluntary
comments/oral
participation

studied:
Ease/difficulties
of expression

APPENDIX F
First Student Interview
Questions
1. Tell me about your experiences in using French outside of class.
2. Is there anything more you would like to do with French?
3. Tell me about your experiences with French in class.
4. What do you think about the idea of using time from the French class to work on
topics related to the History class?
5. Do you think searching for relevant information in French will be easy or
difficult? Why do you think so?
6. How comfortable do you feel about reading real French texts online, written by
French speaking authors?
7. How do you feel about reading historical materials in French?
8. What skills do you think you need to be able to read the French materials? Do you
think you have these skills?
Yes – What are some of these skills?
No – What makes you think that? How could you compensate for
any lacking skills?
9. Do you have any special concerns about this project and what you will be doing?
Yes – What are they?
No – Why do you think that?
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APPENDIX G
Second Student Interview
Questions
1. How is the French class going?
2. Tell me about your experience in reading in French for the History class for the
last three weeks.
3. Does spending time in the French class to read about History help you in any way
in the History class?
Yes - In what way?
No – Why do you think is that?
4. How do you feel about searching for relevant information? Has it become easier
or more complicated?
5. What does reading authentic French texts about history so frequently feel like ?
6. What has become easier?
7. What has become more difficult?
8. Tell me about some surprising information you have found so far.
9. Which of your skills have helped you the most to be able to read the French
materials?
10. What do you do if the text is too difficult?
11. What do you do if you encounter something confusing?
12. What do you do if you encounter something controversial?
13. Do you have any concerns about continuing to read for History in French?
Yes – What are they?
No – Why?
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APPENDIX H
Third Student Interview
Questions
1. How is the French class going?
2. Tell me about your experience in reading in French for the History class during
the past two months.
3. Did spending time in the French class to read about History help you in any way
in the History class?
Yes - In what way?
No – Why do you think is that?
4. Did your ways of searching for relevant information change?
Yes – In what ways?
No – Why do you think is that?
5. How accustomed are you now to read French texts online? What does reading
French texts about history so frequently feel like?
6. What has become easier?
7. What has become more difficult?
8. Describe a memorable moment related to this reading experience.
9. Which of your skills have helped you the most to be able to read the French
materials?
10. What did you do when the text was too difficult?
11. What did you do when you encountered something confusing?
12. What did you do when you encountered something controversial?
13. Have you tried to use French online sources for other subjects at home?
Yes - Tell me about it. / How likely are you to do it again?
No – Why?
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APPENDIX I
Student Strategy Bookmark – English and French Sides
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